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Abstract
The work reported in this Thesis investigates relationships between academic achievement, 
emotion and self-concept among Arabic-speaking Kuwaiti children. The literature (based 
mainly on English language cohorts) has argued for the existence of a link between learning 
disabilities and negative emotion. The present research sought to discover whether similar 
relationships occur within an Arabic cultural/language context and if they are mediated by 
self-concept. Two Studies were conducted testing children drawn from grades 4 to 7 of 
Kuwaiti Government schools (over 200 childien in each Study). Educational achievement 
was measured by literacy and mathematics ability. Emotion and self-concept were assessed 
by Arabic language questionnaires focusing on self-esteem, self-efficacy, anxiety and locus 
of control. Evidence supported the existence of a relationship between poor academic 
achievement and negative affect. In Study 1, achievement levels, particularly spelling, were 
related to self-esteem, but not anxiety or locus of control; although the negative emotion/low 
achievement association was influenced by locus of control in that only those with neither a 
high internal nor high external locus showed this relationship. Additionally, those weak in 
more than one curriculum area were likely to show lower self-esteem than those weak in one 
area only. In Study 2, the relationship between self-esteem and spelling was again identified, 
though this focused on academic and, particularly, social aspects of self-esteem, not physical 
self-esteem. These relationships were not moderated by self-efficacy or short-term and long­
term memory. Conclusions derived from this Arabic cohort were similar to those identified 
from studies of Western backgi'ound children, though differences in locus of control ^nd 
social self-esteem effects suggest an Arabic cultural influence. The findings have 
implications for the consequences of poor educational outcome and should inform the field 
about the potential effects for children across different cultural/language backgrounds.
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Glossai*y of terms definitions
Learning disability: a difficulty in the acquisition of reading, spelling, writing and/or 
mathematical skills, with perfoimance in one or more of these basic academic areas being 
below the child’s general ability level or skills in other areas (see discussion in Elbeheri & 
Everatt, 2009).
Dyslexia: “a specific learning disability that is neurological in origin. It is characterized by 
difficulties with accurate and/or fluent word recognition and by poor spelling and decoding 
abilities. These difficulties typically result from a deficit in the phonological component of 
language that is often unexpected in relation to other cognitive abilities and the provision of 
effective classroom instruction”(Lyon, Shaywitz & Shaywitz, 2003:2).
Anxiety: an emotional response linked to feelings of stress. When undertaking, or being 
confronted with, something difficult, an individual will suffer some degree of stress. This 
may lead to anxiety (feeling of worry or fear) in similar contexts.
Self-esteem: an emotional trait of the self. Typically self-esteem has been considered in terms 
of how closely an individual’s perceived self matches their ideal self. Self-esteem has been 
linked to general self-concept.
Self-concept: a multi-faced construct related to self-perspective. It includes behavioural, 
affective and cognitive appraisal of the self. It is influenced by cultural factors that can 
determine characteristics of the ideal self.
Locus o f  control: a construct that links success or failure to factors that are internal, such as 
ability and effort, or external, such as luck or the effects of others.
Self-efficacy: a construct that relates to motivation to perform a task, persist in completing a 
task and the effort with which an individual engages in a task. It also can be considered to 
influence activity choices.
Learned helplessness: a psychological state that leads the learner to give up trying. 
Consequently, the person feels that change is impossible and their problems will not be 
solved except from an external inteiwention.
Chapter 1
Overview
The current work focused on emotional difficulties and self-concept amongst Arabic­
speaking Kuwaiti children and their relationship with academic achievement. The literature 
on English language/Western cultural backgiound cohorts has indicated that learning 
disabilities, such as dyslexia or more general learning disabilities are related to negative 
emotional outcomes and poor behavioural responses. The aim of this research was to 
investigate whether relationships between emotion and academic achievement would be 
found within an Aiabic cultural and language context and whether they are influenced by 
self-concept.
Research investigating potential relationships between achievement and emotion are 
worthwhile, since factors such as ethnic identity and differences between cultures/countries 
can influence perceptions about educational achievement. Arabic children are an interesting 
gi'oup to study, given the relative dearth of research, particularly on children from Gulf 
countries. Yet, there is reason to believe that associations between educational achievement 
and negative affect may exist within such Arabic-speaking populations. El-Safty (1995) 
referred to a negative correlation between anxiety and achievement motivation for students in 
Egypt and the UAE. El-Zahhar & Hocevar (1991) found anxiety levels that were higher 
amongst Arabic students versus students in the USA. Dahlin & Regmi (2000) discussed how 
Western students viewed laiowledge as something personal (internal), whereas Asian 
students considered knowledge as social (external) in nature. Al-Kliawaja (1998) discussed 
possible relationships between internal-external locus of control and achievement and self­
esteem (factors that the present work will assess) and how these might differ from those 
found in research elsewhere in the world. Therefore, variations in Arabic cultural/religious 
influences may lead to different relationships between emotion and educational achievement 
from those currently reported in the literature. These will be discussed in the following 
chapter.
Two Studies were performed focusing on (i) the relationship between emotion and academic 
achievement (Study 1), and (ii) the relationship between self-concept and academic 
achievement (Study 2). Measures of Ar abic literacy and mathematics were used to assess 
educational achievement. Arabic language questionnaires focusing on self-esteem, self- 
efficacy, anxiety, and locus of control were used to assess emotion and self-concept. The 
measures used were either standardized for the Arabic language environment or were 
previously piloted on children independent of those in the current work. Children were 
selected from mainstream Government schools following the standard curriculum and no 
prior selection on the grounds of learning problems occurred; i.e., they comprised a typical 
school sample within the Kuwaiti education system. Four school grades were selected: 4 and 
5 from the primary school stage, and 6 and 7 from the intermediate school stage. Several 
schools were targeted to allow the testing of boys and girls in the Studies: Government 
schools in Kuwait are single sex, and the differences in numbers in the sample reflected class 
sizes and attendance across the schools.
In Study 1, the relationship between measures of emotion and achievement in basic 
cuiTiculum areas (literacy and mathematics) amongst first language Arabic children in 
Kuwaiti mainstream schools was investigated. Approximately 250 children drawn fi'om 
gi'ades 4 to 7 were assessed on measures of reading comprehension, spelling to dictation and
arithmetic calculations, as well as scales of locus of control, self-esteem and anxiety levels. 
The results indicated that achievement levels, particularly spelling, were related to self­
esteem, but not anxiety nor locus of control. However, when locus of control scores were 
used to divide children into high internalizers, high externalizers and those high in neither, 
only the latter group showed the self-esteem/achievement relationship, though high 
externalizers presented evidence of high anxiety being re lied  to poor achievement. 
Additionally, wealmesses (one standard deviation below the mean or worse) in more than one 
of the curriculum areas were likely to lead to lower self-esteem scores than a wealcness in one 
area only and this effect did not interact with grade level.
In Study 2, the relationship between self-concept and academic achievement (tested by 
literacy and mathematics proficiency) amongst first language Arabic children in Kuwaiti 
mainstream schools was considered. Approximately 204 children drawn from gi'ades 4 to 7 
were assessed using tests of long-term memory, short-term memory, a dictation task to assess 
literacy skills, and a measure of basic mathematic ability comprising arithmetic problems 
requiring addition, subtiaction, multiplication or division. In addition, assessments of self- 
efficacy and different areas of self-esteem were undertaken. As in Study 1, the results 
indicated that poor scores in spelling were related to low levels of self-esteem. However, 
these relationships focused on academic and social self-esteem, not physical self-esteem. 
Relationships between mathematics ability and social self-esteem, and between both 
curriculum areas (literacy and mathematics) and anxiety were found (though the latter 
indicated that high anxiety was related to good literacy and mathematics scores). These 
relationships were not moderated by self-efficacy, which did not show a relationship with 
educational achievement measures, nor were they influenced by memory, which did show a 
relationships with both literacy and mathematics. Analyses across the gi'ades tested indicated
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a trend for older children to demonstrate the achievement/self-esteem relationship more 
within the social self-esteem area than the academic self-esteem area.
Overall, the data collected were consistent with the literature: relationships between 
educational achievement levels and negative emotional consequences exist. The 
relationships identified in these Ai abic-speaking Kuwaiti background children were similar to 
those identified in English-speaking children, arguing for a general (cross-cultural/language) 
effect of low achievement in educational areas to be related to poor emotional outcome. The 
primary effect identified was for poor literacy achievement scores to be related to low levels 
of self-esteem, which appear to focus on academic and social self-esteem. These 
relationships seemed to be uninfluenced by self-efficacy, and the consistent association 
between poor achievement and social self-esteem may be an area of difference between the 
effects identified within this Arabic-speaking cohort and data from Western cohorts.
Similarly, the results also argue for an effect of locus of control, which may relate to views 
about the self and lead to a moderating effect within this population that appears somewhat 
different from effects reported in the Western literature.
Although further research is necessary to replicate these findings and investigate them 
further, they have provided tentative conclusions about the effects of poor educational 
achievement on children. The Thesis, therefore, ends with a discussion on how such 
identified effects may interact with interventions targeted at children with learning difficulties 
and the potential implications of negative consequences of low achievement for both 
education and society. The General Discussion section also considers cultural influences that 
may have led to some of the findings, particularly those related to the mediating effects of 
locus of control and the importance of social self-esteem, both of which may be due to the
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Arab traditions and teachings of Islam that are an important part of Kuwaiti life. Limitations 
of the work reported, as well as future work, are discussed in the final sub-section of the 
General Discussion. ' Overall, despite differences that may be related to cultural/societal 
norms, expectations, beliefs and attitudes, the general finding of negative affect to be 
associated with low educational achievement is cause for further work to ensure that 
wealcnesses in education do not lead to outcomes that are negative for the individual and 
society.
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Chapter 2
Introduction and Literature Review
Educational Achievement and Learning Disabilities
Education is a vital part of life in the modem world. In their report on dyslexia, a working 
gi'oup of the British Psychological Society noted, “Education is a basic human need and a 
prerequisite for the achievement of development” (1999: page 16). Almost all countries of 
the world, both socially and for the individual, recognize the importance of educational 
success. For example, the prevailing belief is that high illiteracy rates hinder economic and 
social development. Without identification and appropriate support, the difficulties 
associated with learning disabilities, such as dyslexia, can lead to problems with academic 
endeavours, which may further lead to poor if any qualifications being obtained, affecting 
employment opportunities (Boles & Brown, 2001; Miles & Varma, 1995; Vogel & Adelman, 
2000).
Learning disability traditionally has been seen as a difficulty in the acquisition of reading, 
spelling, writing and/or mathematical skills, with performance in one or more of these basic 
academic areas being below the child’s general ability level or skills in other areas (see 
discussion in Elbeheri & Everatt, 2009). The main learning disability discussed in the 
literature is that in which individuals have specific literacy learning problems or specific 
reading disability, often reduced to the term dyslexia (see British Psychological Society, 
1999). Therefore, although it is not the specific focus of the current work, comparisons with 
this previous literature will inevitably centre on research involving children and adults with 
dyslexia
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Clearly, difficulties associated with learning disability will lead to problems with academic 
endeavours, which can lead to poor qualifications and fewer employment opportunities. 
Dyslexia, for example, has been described most consistently (see British Psychological 
Society, 1999) as occurring when reading and/or spelling develops incompletely or with great 
difficulty despite access to learning opportunities that are effective with most individuals. 
These poor word-level literacy skills will impact on text reading and writing, which largely 
underpins education, both in accessing a cuniculum and producing academic work.
However, these are not the only negative consequences of poor educational experiences; 
learning disabilities such as dyslexia have also been linked with negative emotional or 
psychosocial consequences. Although they have been much less studied, these additional 
negative consequences of learning problems have been discussed for as long as learning 
disability itself (see Critchley & Critchley, 1978). For example, Gates in the 1940s argued 
that “personality maladjustment is frequently found to co-exist with reading disability” 
(Gates, 1941, cited in Athey, 1982), estimating that, among cases of very marked specific 
reading disability; about 75% would show personality maladjustment. Subsequent research 
has supported this hypothesized link between learning disability and negative 
emotional/psychological well being (see below). Negative emotion/behaviour-related 
responses to the failure in acquiring literacy skills have been argued to lead to gieater 
problems for intervention procedures (Miles, 2004; Murray, 1978). The present research, 
therefore, aims further to investigate this potential link between poor educational 
achievement and negative emotional consequences within a relatively under-studied 
population: Arabic-speaking children.
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Emotional Consequences o f  Academic Under-Achievement
Acknowledgement of the impact o f emotional factors and how they relate to learning and 
developing emotional skills among students has formed the framework for a body of research 
that corroborates what many educators have known from personal experience. It is now clear 
that to facilitate student achievement any baniers to learning, many of which are emotional, 
must be addressed. Such barriers can result in poor motivation and even behavioural 
problems further frustrating the efforts of teachers. In severe cases, it may be necessary to 
provide psychological intervention to avoid physical problems, such as self-harm or health- 
related problems. For example, Maughan (1995) cited evidence that students with learning 
disabilities were more likely to suffer psychiatric disorders after middle childhood than their 
peers. Similarly, Huntington & Bender (1993) cited evidence that adolescents with learning 
disabilities demonstrated more frequent and more serious bouts of depression (see also 
Livingstone, 1990;, Duane, 1991), and higher rates of suicide than adolescents without such 
disabilities.
Research indicates that when disparity occurs between a student’s ability and the difficulty or 
length of an academic task, inappropriate behaviour is more frequent (see discussions in 
Adelman & Taylor, 2005). Many studies suggested that children with reading problems, and 
other learning disabilities, may be more vulnerable than their non-learning disabled peers to 
behavioural problems such as conduct disorders (Richman, Stevenson & Graham, 1982; 
Jorm, Share, Matthews & Maclean, 1986) and data documented the higher prevalence rate of 
behavioural and social problems among children with learning disabilities ( McConaughy & 
Ritter 1986; McConaughy, Mattison, & Peterson, 1994; Mckinney, 1989; Meyer, 1983; 
Michaels & Lewandowski, 1990; Ritter, 1989; Rourke & Fuerst, 1992; Swanson & Malone, 
1992). Consistent with the potential for educational difficulties to result in behavioral
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problems, Planta & Galdwell (1990) documented how the relationship between externalizing 
behaviours and learning problems can increase over the period of initial learning.
Relationships also have been reported between learning disability, inattentiveness and over- 
activity (Duane, 1991; Hinshaw, 1992), as well as with disruptive behaviour, aggression and 
delinquency. Researchers have argued that there is a large overlap between reading and 
behaviour problems (e.g., Cantwell & Baker, 1991; Hinshaw, 1992). Indeed, relationships 
between reading problems and attention-deficit hyperactivity disorder (ADHD) have been 
identified in both clinical and epidemiological samples (Cantwell & Satterfield, 1978; 
Holborow & Berry, 1986; Lambert & Sandoval, 1980; McGee & Share, 1988); although 
Stevenson, Pennington, Gilger, Defries & Gillis (1993) reported that there is a relationship 
between spelling but not reading problems and hyperactivity. McGee, Williams & Feehan 
(1992) argued that normally, although ADHD has an onset in the pre-school period, a sub- 
gi'oup might show an onset only after school entry.
Lane, Barton-Arwood, Nelson & Wehby (2008) described the academic, social, and 
behavioural performance of elementary and secondary school students with emotional and 
behavioural disorders: scores were well below the 25th percentile on reading, mathematics, 
and writing measures, and that behavioural variables were highly predictive of reading and 
writing scores. El-Sabbagh, Soria, Escolano, Bulteau & Dellatolas (2006) studied children 
with epilepsy, who are Icnown to be prone to educational under-achievement as a result of 
learning and behavioural problems, and found that children in special institutions 
demonstrated significantly more problems in the hyperactivity/attention deficit and 
sociability domains.
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The greater part o f those devices aimed at improving students’ academic achievement address 
issues of cuiTiculum, instructional strategies, and interventions or services for struggling 
learners. However, an estimated one-third of students fail to learn because of psychosocial 
problems that interfere with their ability to fully attend to and engage in instructional 
activities. Approaches aimed at improving school and classroom environments, including 
reducing the negative effects of disruptive or distracting behaviours, can enhance the chances 
that effective teaching and learning will occur, both for the students exhibiting problem 
behaviours and for their classmates (Kern, Mantegna, Vorndran, Bailin & Hilt, 2001; Lee, 
Sugai & Horner, 1999; Umbreit, Lane & Dejud, 2004; Adams & Christenson, 2000).
PeldTin (2006) provided an integrative framework for analyzing the antecedents and effects of 
emotions experienced in achievement and academic settings. This framework was based on 
the premise that appraisals of control and values are central to the arousal of achievement 
emotions, including activity-related emotions such as enjoyment, frustration, and boredom 
experienced at learning, as well as outcome emotions such as joy, hope, pride, anxiety, 
hopelessness, shame, and anger relating to success or failure. Goetz, Pekrun, Hall & Haag 
(2006) referred to control. They argued that subjective control- and value-related cognitions 
mediate the relationship between aspects of the social environment and students' emotional 
experience and that academic emotions are largely organized along domain-specific lines, 
with the degree of domain specificity varying according to the emotion in question,
Zins, Weissberg, Wang & Walberg (2004) referred to emotional competence, which is the 
capacity to recognize and manage emotions, effectively solve problems, and establish and 
maintain positive relationships with others. They argued that learning environments that 
support the development of emotional competence enhance academic performance.
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Emotional learning progi'ammes in schools, when cai'ried out systematically and 
comprehensively, support caring classroom envnonments and help develop positive 
relationships. They also provide students with varied skills that positively affect academic 
achievement. They include: managing emotions that interfere with learning and 
concentration; developing motivation and the ability to persevere even in the face of 
academic setbacks and challenges; working co-operatively and effectively in the classroom 
and in peer learning groups; and setting and working toward academic goals. Teaching 
students social and emotional slcills also makes them less likely to behave in ways that 
interfere with learning. Emotional learning programmes improve student attitudes, 
behaviours and academic performance.
Wilson, Gottfredson & Najaka’s (2001) meta-analysis examined the effectiveness of various 
school-based activities and revealed that social and emotional learning programmes increased 
attendance and decreased the drop-out rate. Students who are emotionally connected to peers 
and teachers and who value learning and high academic performance often adopt similar 
values (Hawkins, Guo, Hill, Battin-Pearson & Abbott, 2001). Ryan and Patrick (2001) 
suggested that perceptions of teacher supportiveness also could predict student engagement, 
while Osterman (2000) argued that students who benefit from positive interactions tend to 
achieve above the average academically. Hawkins’ (1997) study posited that children who 
seemed to have a positive attitude to learning and engage in educational experiences might be 
those who feel supported (Hawkins 1997). Achievement, and the de-motivating effect of 
poor achievement, seems to be influenced by an individual’s perception: for example, 
perceptions of the importance of school can impact on the relationship between academic 
performance and negative affect (see Hettinger, 1982). Maughan (1995) reported that 
experiences of failure and frustration at school, and their implications for self-esteem, have
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frequently been United to the development of problem behaviour. He found that a significant 
number of adult under-achievers felt a sense of powerlessness over their lives, failed to 
participate in community life, depended more upon mental health systems and social security, 
had lower self-esteem and were more anxious than their higher performance counterparts.
Anxiety and Stress
Clearly, when undertaking, or being confronted with, something difficult, everyone will 
suffer some degree of stress. Under the right circumstances stress can provide increased 
energy to accomplish a task; however, when prolonged or intense, it can have negative 
consequences. It has been found that high stress levels can hinder an individual’s capacity to 
study and impair clear memory, which may diminish problem-solving abilities (Mueller, 
1976; Ray, Katahn & Snyder, 1971). Those who find learning difficult are likely to be prone 
to stress under learning conditions that may accentuate their difficulties by increasing 
processing problems. For example, Everatt & Brannan (1996) found that a difficult spelling 
task for adult dyslexic students resulted in weaker performance in subsequent memory and 
problem-solving tasks. Consistent with a relationship between learning disability and stress, 
individuals with educational learning disabilities have been found to have significantly higher 
levels of anxiety (Casey, Levy, Brown & Brooks-Gunn, 1992; Cornwell & Bawden, 1992; 
Griffiths 1975; Huntington & Bender, 1993) and Peelo (1994) concluded that all students 
with learning problems fitted the general pattern of study stress. Comparisons of dyslexic 
and non-dyslexic adult students also argue for dyslexic samples to be more anxious than their 
peers, despite their apparent ability to access higher education (Gregg, Hoy, King & 
Moreland, 1992; Riddick, Farmer & Sterling, 1997). The corollary to this is that those adults 
who could reduce their stress levels enjoyed greater educational merit (Boetsch, Green & 
Pennington, 1996), and counselling in stress management has been seen as a way to
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overcome problems that disrupt academic progi'ess and increase positive tiaits that should 
transform problems to strengths (Miles, 2004).
Self-Esteem and Self-Awareness
Although there are differing views about self-esteem, typically it has been considered in 
terms of how closely an individual’s perceived self matches their ideal self. Self-esteem has 
been linked to general self-concept, which includes behavioural, affective and cognitive 
appraisal of the self, and may be influenced by cultural factors that can determine 
characteristics of the ideal self. Coopersmith (1967) suggested that self-esteem develops 
hierarchically with age and it has been postulated that academic self-esteem is vulnerable to 
under-achievement from middle childhood when the child becomes more aware of his 
successes and failures (Chapman, Silva & Williams, 1984). Indeed, a number o f studies have 
considered the relationship between self-esteem and academic performance: for example, 
Kifer (1973) found a large coiTelation between academic grade scores and self-esteem 
amongst seventh grade children. In another study (Wiggins, 1987), self-esteem scores were 
found to be the only factor significantly correlated with earned grades for 483 students in 
gi'ades 4 to 12.
Clearly, poor self-opinion can diminish academic achievement but this negative consequence 
may be generalized to all other aspects of their lives (Thomson, 1990; Thomson & Hartley, 
1980) and Coopersmith (1967) discussed the view that individuals with high self-esteem were 
more successful in both academic and social environments compared to those with low self­
esteem. Learning-disabled children have been found to have lower self-esteem than their 
peers (Gjessing & Karlsen, 1989; Rosenthal, 1973). Huntington & Bender (1993) linked 
poor literacy levels and weak general academic performance to low self-esteem and
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Humphrey and colleagues (Humphrey, 2002; Humphrey & Mullins, 2002a) have argued for 
associations between self-concept, self-esteem and academic achievement.
Additionally, individuals with learning disabilities may under-estimate their own abilities: 
their perceived self may be further from their ideal self than their abilities suggest. For 
example, McLoughlin, Fitzgibbon & Young (1994) found that individuals with dyslexia had 
poorer perceptions about then spelling abilities than was the case and Butrowsky & Willows 
(1980) found that poor readers had low expectations of success not only in reading but also in 
drawing, arguing for the poor self-worth feelings to extend beyond the area of poor ability. 
Lava'ence (1996) argued that an individual’s achievement could be influenced by how they 
feel about themselves, suggesting a potential downwards spiral of poor achievement leading 
to poor self-esteem, which further hampers performance. Equally, accurate (or realistic) self- 
awareness has been considered a factor in a successful adult life for the individual with a 
learning problem (Goldberg, Higgins, Raskind & Herman 2003).
Many researchers (Bloom, 1977; Kifer, 1973; Wiggins, 1987) investigated the relationship 
between self-esteem and performance. The overall conclusion from these studies is that for 
most students, self-esteem cannot be divorced from academic performance. Self-esteem is a 
vital factor in academic achievement. Clemes & Bean (1981) argued that children with high 
self-esteem acted positively, assumed responsibility, tolerated frustration well, felt able to 
influence their environments, and were proud of their deeds. Children with low self-esteem 
however, were easily led by others, easily frustrated, often blamed others for their 
shortcomings, and avoided difficult situations.
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Learned Helplessness and Locus o f  Control
Self-awai-eness may also be related to feelings of being in control. Chan (1994) compared 
students with and without a disability, and looked at the relationship between motivation and 
strategic learning and found a pattern of learned helplessness (i.e., feelings of having no 
control over their lives) among many poor learners. When children with learning disabilities 
experience failure, they may not look for internal factors, such as ability and effort, but rather 
external controls, such as luck, which may affect achievement motivation (Oka & Paris, 
1987). Indeed, Mruk (1990) proposed that positive levels of self-esteem are linked with 
having an internal sense of control, which increases an individual’s motivation and 
achievement in the learning situation. Consistent with this potential relationship Margerison 
(1996) identified an association between self-esteem and locus of control in children with 
emotional problems and Humphrey & Mullins (2002b) argued that dyslexic children were 
more likely to attribute success to external factors, such as the teacher, rather than their own 
ability which, as discussed above, may lead to feelings of learned helplessness.
Connell (1985) also investigated perceived control, which he considered as a crucial element 
in motivation and cognitive behaviour. In contrast to the work of many in this area, Connell 
argued for three types of locus of control; (i) those who consider that the self has control over 
what happens, (ii) those who consider that others have control over events, and (iii) those 
who attribute control to some unknown force (e.g., luck). Traditionally, there are two 
dimensions of perceived control; namely, internal and external locus of control. Therefore, 
the inclusion of the third dimension, the unknown locus of control, was a departure from the 
traditional concept of perceived control. Skinner, Zimmer-Gembeck & Connell (1998) 
confirms the relationship between children’s perceived control and their academic 
achievement. In a longitudinal study over three school years, their results indicated that
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teachers who provide a warm and contingent atmosphere within their classrooms help 
students to develop optimal profiles of control which may be lead to better academic 
achievement and even to form optimistic beliefs that lead to success. On the other hand, 
unsupportive teachers lead their students to fonn negative beliefs about their capabilities: 
lower perceived internal control. Poor performance may lead some students to doubt their 
own abilities and feel that they are governed by the power of luck or some unknown cause. 
Overall these findings argue for poor performance to be related to lower levels of internal 
locus of control.
The relationship between control and success has been investigated in a small number of 
studies focusing on learning disability. Gerber, Ginsberg & Reiff (1992) studied a gi'oup of 
highly successfi.il adults with learning disabilities and considered factors such as the 
individual’s desire to achieve (an internal factor) and adaptations to the environment (an 
external factor). The researchers argued that control was a key to success. The higher the 
internal and external control, the more likely an individual was to take control of their life 
and the higher was their ability to adjust to their disability and succeed. The work of Burden 
(Burden, 2005; Burden & Burdett, 2007) identified a relationship between improved 
academic performance and confidence (in teims of predicating success on a task) and 
personal control. These data were derived from work in a specialist school that emphasized 
positive attitudes towards learning, suggesting that being educated in an environment with a 
strong internalizing focus may result in positive learning outcomes. Overall, such findings 
with children and adults suggest that a stronger internalized level of conti'ol may be related to 
overcoming negative emotional consequences and improve success both within and outside 
educational contexts. The relationship between achievement and emotion may be moderated 
by factors such as locus of control.
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Null Relationships
According to Athey (1982), it is not that “personality maladjustment, or emotional tensions, 
appear in all cases of reading failure” (my italics). In addition to the potential moderating 
effects of control, perceptions of the importance of literacy/mathematics skills, and school in 
general, seem likely to influence the emotional effects of poor academic performance (see 
also Hettinger, 1982). Family support and comprehension of the condition are further 
moderating factors (Scott, Scherman & Phillips, 1992), with the quality, acceptance and 
extent of parental attention received being a major contributor to the development of self­
esteem in children (Coopersmith, 1967). Consistent with this, not all studies found a 
relationship between emotional/behavioural problems and difficulties with literacy 
acquisition. For example, Vaughn, Zaragoza, Hogan & Walker (1993) found no significant 
differences between dyslexies and controls in self-esteem. Lamm & Epstein (1992) and Jorm 
et al (1986) were of the view that individuals with poor reading skills did not differ from 
reading able peers in emotional stability, or exhibited more behavioural problems either 
before or after their learning disabilities had been assessed (see also Miller, Hynd & Miller, 
2005). Similarly, Bachman & O’Malley (1977) and Baumeister, Campbell, Ki*ueger & Vohs 
(2003) found little evidence for a relationship between self-esteem and academic 
achievement.
Additionally, studies that suggest emotional difficulties are a result of specific learning 
problems have been criticized because of their methodologies (see Hansford & Hattie, 1982). 
For example, many employed samples of children engaged in special programmes where the 
frequencies of co-occurring and co-morbid problems are likely to be high, meaning that 
factors such as home life disruption, parental marital stress, etc, may be the underlying cause 
of the emotional problems (see Caron & Rutter, 1991). Conversely, such progi'ammes may
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help overcome the negative affect associated with learning disability, leading to no 
relationship between emotional problems and learning disability (e.g., Burden, 2005). 
Therefore, Maughan (1995) emphasized the need for more research in school/community- 
based settings to reduce potential problems of co-morbidity amongst special education 
populations.
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Chapter 3
Study 1 Emotion and Educational Achievement in Arabic Children 
Introduction
The differences evident within the literature and the incomplete understanding of the 
implications of these potential emotional effects warrant further research in this area (see also 
Pumfrey & Reason, 1991). Furthermore, ethnic identity and differences between 
cultures/countries can influence perceptions about educational achievement and attitudes 
(Hufton, Elliott & Illushin, 2002; Nasser & Birenbaum, 2005; O’Brien, Martinez-Ponz & 
Kopala, 1999; Roeser, van der Wolf & Strobel, 2001; Scholz, Dona, Sud & Schwarzer,
2002), which argues for the need to assess these potential negative effects in different 
communities. Arabic children are an interesting group to study given the relative lack of 
research, particularly on Gulf countries cohorts, reported in the literature (though see Al- 
Khawaja, 1998; El-Safty, 1995). In addition, El-Zahhar & Hocevar (1991) reported anxiety 
levels that were higher amongst Arabic versus USA students, possibly due to the perceived 
greater importance of achievement for Arab high school students compared to their Western 
counterparts. Also, Dahlin & Regmi (2000) found that Western students viewed Imowledge 
as something personal (internal), whereas for Asian students knowledge was more likely to 
be perceived as social (external) in nature, which may lead to differing moderating effects of 
locus of control between Western children and those from more Moslem or oral background 
traditions. Variations in Arabic cultural/religious influences from those dominant in Western 
cultures, where much of the research has been conducted, may lead to different relationships 
between emotion and educational achievement from those currently reported in the literature.
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Where relationships between learning disabilities, educational achievement and negative 
emotion have been found, these have focused on associations between measures of literacy 
and anxiety/self-esteem. Therefore, the present work investigated these potential 
relationships amongst Arabic children by testing anxiety and self-esteem in addition to 
reading comprehension and spelling. These achievement measures were supplemented by 
tasks requiring arithmetic ability in order to assess wider relationships with education-related 
deficits given the findings (including potential cross-country variations) on mathematics 
anxiety in the literature (e.g., Engelhard, 2001; Ho, Senturk, Amy, Jules, Hog & Okamoto, 
2000; Tobias 1978). Fuithemiore, an assessment of locus of control was used to determine 
the potential influence of more internalized feelings of being in conti'ol, which may be an 
intervening factor between poor educational achievement and emotional problems.
Method
Participants
The current research focused on Arabic-speaking Kuwaiti children. Four school grades in 
Government schools were selected: 4 and 5 (primary stage), and 6 and 7 (intermediate stage). 
Several schools were targeted to allow the testing of girls and boys because Kuwaiti schools 
are single sex; the differences in numbers of girls and boys in the sample reflected class sizes 
and attendance across the schools. In total, 246 Kuwaiti pupils were tested on all of the 
measures included in this Thesis (36 females and 27 males in grade 4; 44 females and 24 
males in grade 5; 31 females and 26 males in grade 6; 34 females and 24 males in grade 7). 
Data from pupils who did not complete all of the tests due to absence or other reasons 
unconnected with the Study were excluded.
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Test Materials and Procedure
Six tests were administered; a reading comprehension fluency test and a spelling to dictation 
task to assess literacy skills, and a measure of basic mathematic ability that comprised of 
arithmetic problems requiring addition, subtraction, multiplication or division; assessments of 
emotional areas comprised an anxiety measure, a self-esteem measure and a measure of locus 
of control. The emotional measures used in the research were standardized for an Arab 
environment. The literacy achievement tests were based on those developed for assessment 
purposes, with connected text being used, given that Arabic uses an orthography in which 
context can play an important part in reading and spelling (see Elbeheri, Everatt, Reid & Al- 
Mannai, 2006; Mahfoudhi, Elbeheri & Everatt, 2009), The mathematics test involved 
performing calculation problems. Each of the achievement measures required a certain 
amount of fluency in response to allow an assessment o f ease of task completion (or 
confidence) under pressure. All tests and measuies were presented in the pupil’s native 
language. Test items and procedures were piloted prior to the start of the Study. In each 
school, testing was performed in groups in a quiet classroom supervised by the researcher. 
Each task was preceded by verbal instructions, together with one or more examples to ensure 
understanding. Administiation occurred in two stages. In the first stage, the researcher 
administered the anxiety, self-esteem and locus of control measures. The researcher read 
each item to the group of children, leaving intervals of five seconds for the children to 
respond, to ensure that literacy difficulties did not interfere with responding. In the second 
stage, the achievement measures were administered following typical test procedures.
Each of the standardised emotion measures have good reliability estimates for an Arabic 
language environment: anxiety scales.96 (state) and .77 (trait), self-esteem .942 and locus of 
control .837. Manual information also reports arguments for acceptable validity (Al-Bahairy,
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2005; Mousa & Dosouki, 1991; Mousa 1991). Measures of Arabic literacy and mathematics 
were developed by a specialized centre for use in assessment procedures and were based on 
the views of experts in educational assessment. Although there is no test manual information, 
since such achievement tests have not been standardised in Kuwait, the measures are 
provided in appendices (with approximate English translation) for the reader to judge their 
appropriateness for the present purposes.
Anxiety Scales
This measure used was an Aiabic language questionnaire, based on the State-Trait Anxiety 
Inventory for Children (Spieleberger, 1973) and modified for an Aiabic-speaking context by 
Al-Bahairy (2005). The questionnaire consisted of two parts, with the first assessing how the 
individual feels at a particular point in time (state anxiety) and the second providing an 
indication of how the individual feels in general (trait anxiety). State anxiety can be 
considered as an emotional reaction in a specific self-threatening situation and trait anxiety as 
a relatively stable personality characteristic. The studies outlined in the inti'oduction argue 
for individuals with learning disabilities to experience higher levels of trait anxiety than their 
peers (e.g., Huntington & Bender, 1993). Each part comprised a series of twenty statements 
requiring the child to tick one of three alternatives to indicate positive, negative or neutral 
levels of anxiety. Two total scores were produced, one for state and one for trait, with high 
scores indicating higher levels of anxiety.
Self-Esteem Scale
This measure, published by Mousa & Dosouki (1991), is an Arabic language version of the 
Coopersmith Self-Esteem Inventory (Coopersmith, 1967). The questionnaire comprised 
twenty-five statements to which the pupil simply indicated with a tick whether the statement
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applied to them or not. The children were made aware that there were no correct or incorrect 
answers. The twenty-five statements were coded based on manual instructions with the total 
score for the measure indicating the child’s reported level of self-esteem. Higher scores on 
the scale indicated higher levels of self-esteem.
Locus o f Control Scale
This measure was based on the scale of Mousa (1991), which was modified for Arabic from 
the work of Nowicki & Strickland (1973). The questionnaire consisted of foity items that 
required yes or no ticked responses. As with the other scales, children were made aware that 
there were no correct or incorrect answers and that they should tick the response that 
reflected how they felt about the statements. Based on manual instructions, the responses of 
the children were coded on an intemal-to-external scale. In this scale, a high total score 
indicated responses consistent with external feelings of control, whereas lower scores were 
considered indicative of more internalized views of control.
Reading Comprehension Test
A measure of Arabic reading comprehension fluency was used to assess reading skills. The 
test has been developed specifically for use with Arabic-speaking children and extensively 
tested prior to the work reported in this Thesis. The test comprised fifty incomplete 
sentences, each of which required the addition of one word to form a whole meaningful 
sentence. Following each sentence, four words were presented, only one of which was a 
correct completion of the sentence. In the administration of the reading comprehension test, 
primary stage pupils drawn from gi*ades 4 and 5 were allowed three minutes to complete as 
many items as they could: intermediate stage pupils drawn from grades 6 and 7 were given
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two and half minutes, Childi en were informed of the time constraints. The score for this test 
was the number of sentences correctly completed in the time allowed.
Spelling to Dictation Test
The spelling test consisted of two passages, one fifty-six words and the other eighty-five 
words in length. The researcher read the passage aloud at a slow pace, with suitable gaps in 
speech to allow the children to write what was dictated, but also to allow context to support 
word recognition. The pace was detennined by pilot work and a certain amount of pressure 
was exerted to complete the task. After the dictation was completed, papers on which the 
children had written were collected and words marked for correct spelling. The shorter 
passage was tieated as practice for the test, with the number of correct spellings on the longer 
(eighty-five word) passage being used in the current analyses.
Mathematics Test
This test was divided into four parts: addition, subtraction, division and multiplication. 
Addition, subtraction and multiplication comprised thirty-six arithmetic calculations, division 
thirty-three. For addition and subtraction one minute was allowed; for division and 
multiplication two minutes. The number of items correctly completed in the time limit was 
used as the measures for these tasks, with the scores being combined to produce the 
mathematics scores used in the current analyses.
Results
Table 1 presents descriptive statistics comprising of mean, standard deviation and 
minimum/maximum scores for the grades tested. These indicate improvements in average 
scores for all curriculum areas across the four grades (note that for reading comprehension
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fluency, grades 6 and 7 were given less time to complete the task), but large individual 
differences (as indicated by the large standard deviations). There was also evidence of 
increases with grade in self-esteem, though locus of control and anxiety levels were relatively 
stable, particularly from giade 5, Although not the focus of the current work, sex differences 
were also considered (given the evidence for sex differences within Arab cohorts found in 
previous research: El-Zahhar & Hocevar, 1991; Nasser & Birenbaum, 2005). Analyses of 
covariance (controlling for grade) indicated better performance by the females in all 
curriculum areas (reading: F(i,243)=51, p<.001; mathematics: F(i ?43)=171, p<.001; spelling: 
F(i,243)=55, p< .001) and for females to have generally high self-esteem levels but also high 
trait anxiety levels (self-esteem: F(i,243)=9.37, p=.002; locus of control: F(i,243)<l; trait 
anxiety: F(i,243)=9.36, p=.002; state anxiety: F(i^243)=3.26, p=.072). The sex differences are 
presented in Figures 1 and 2, and argue for stable effects across grades in anxiety, but for the 
self-esteem levels of the males to match those of the females by grade 7.
The primary focus of this work was to assess the relationship between educational 
achievement and emotion. Therefore, measures of correlation and partial correlation 
(controlling for the sex and gi*ade of the child) coefficients, as well as their level of 
significance, were calculated (see Table 2). These results indicated relationships between the 
three achievement measures, which reduced when grade was controlled, and relationships 
between the emotion scales that were relatively less affected by controlling for grade. The 
specific correlations of interest though were those between achievement measures and 
emotion scales. These statistics indicated small but significant relationships between self­
esteem and each of the achievement areas, although only that with spelling remained 
significant when grade and sex was controlled. Grade and sex were controlled in the partial 
correlations due to the effects of both of these variables on the achievement measures and
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self-esteem and anxiety. Consistent with a potential influencing effect, when these variables 
were controlled, a small but significant partial correlation was found between trait anxiety 
and mathematics score.
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Table 1 Mean scores, standard deviations (in round brackets) and range of scores (in 
square brackets) for all measures in the Study.
G rade 4 G rade 5 G rade 6 G rade 7
Reading 
(Max 50)
19.33 
(9.01) [2-39]
25.32 
(9.57) [3-47]
25.86
(10.04) [7-48]
30.62 
(10.95) [4-50]
M aths 
(Max 141)
63.81
(23.04) [14-108]
84.66 
(26.69) [20-133]
76.00 
(25.20) [19-117]
87.76 
(26.90) [27-141]
Spelling 
(Max 85)
56.59
(24.02) [0-80]
62.51 
(23.44) [0-84]
63.81 
(22.49) [0-82]
70.47 
(15.76) [0-83]
Self-Esteem
14.41 
(3.39) [6-21]
14.65 
(3.16) [8-21]
15.07 
(3.87) [2-23]
16.07 
(3.43) [9-25]
Locus of 
Control
16.17 
(3.97) [2-24]
14.21 
(3.48) [5-24]
14.18 
(3.97) [6-23]
14.02 
(4.84) [5-35]
T rait Anxiety
36.37 
(7.60) [20-60]
35.10 
(8.00) [20-50]
35.72
(7.58) [24-53]
35.93 
(6.11) [22-48]
State Anxiety
30.24 
(5.88) [21-43]
29.65 
(5.58) [22-45]
29.96 
(5.27) [20-48]
30.60 
(5.84) [20-42]
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Figure 1 Fem ale versus m ale self-esteem  levels across the four grades.
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Figure 2 Fem ale versus m ale trait anxiety levels across the four grades.
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Table 2 Fii'st order (above-right of diagonal) and partial correlations (controlling for 
gi’ade and sex), with p-values below each, for the measures in the Study.
Self-
Esteem
Locus of 
Control
T rait
Anxiety
State
Anxiety
Reading M aths Spelling
Self-Esteem
•
-.146
.022
-.138
.030
-.276
<.001
.181
.004
.216
.001
.261
<001
Locus of 
Control
-.126
.049
.122
.057
.140
.028
-.091
.156
-.076
.238
-.032
.614
T ra it Anxiety -.182
.004
.120
.062 ■
.320
<.001
.062
.335
.014
.822
.048
.449
State Anxiety -.315
<.001
.146
.023
.306
<.001 •
.020
.755
-.000
.887
-.036
.572
Reading .056
.388
-.043
.506
-.011
.866
-.041
.525 •
.535
<001
.466
<001
M aths .074
.247
-.059
.358
-.141
.027
-.120
.062
.321
<.001 •
.486
<001
Spelling .170
.008
-.004
.951
-.034
.592
-.103
.109
.302
<.001
.261
<001 •
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In order to assess the relationship between multiple problems and emotion, the children were 
divided into groups based on their scores in each of the three cuniculum areas. Any child 
scoring at or worse than one standard deviation below the mean for their grade on the 
reading, spelling or mathematics measures was considered to be weak in that area. Children 
were then classified as being weak in one, two or all areas and their emotion scores were 
contrasted with those with no weak areas (see Table 3).
Analyses of variance contrasting the four groups indicated that there was a significant effect 
of group for the self-esteem measure (F(3 2^42) = 4.45; p = .005) but not for locus of control or 
the anxiety scores (F(3 ?42) < 1 in each case). Dunnett post-hoc comparisons, treating the no 
wealcnesses group as the control, indicated significant (p<.05 one-tailed) differences for the 
gi'oups with all and two areas of weakness, but not for the group with only one weak area. 
Combining the groups with all and two areas weak and contrasting with the one and no areas 
weak groups across the grades indicated little evidence of an interaction with grade (F(3,238) < 
1), suggesting that there was no evidence for the relatively low self-esteem experienced by 
those with weaknesses in two or more basic curriculum areas to vary across the grades 
assessed.
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Table 3 Mean scores and standard deviations (in brackets) for the difficulties versus 
control gi'oups on the emotion measures.
All W eak 
n=9
Two W eak 
11=31
One W eak 
n=47
No W eak 
11=159
12.78 13.45 14.91 15.48
Self-Esteem
(3.42) (2.87) (3.13) (3.59)
Locus of 15.33 14.84 14.50 14.63
Control (3.04) (4.17) (3.48) (4.38)
37.78 35.71 34.41 36.05
T rait Anxiety
(6.91) ' (5.50) (9.42) (7.02)
29.67 29.45 30.24 30.21
State Anxiety
(3.71) (4.14) (5.52) (6.01)
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Table 4 Partial correlations (controlling for giade and sex), with p-values below each, 
between the achievement measures and self-esteem/anxiety for the three locus of control 
groups.
Low LoC Level 
(More Internal) 
n=78
Medium LoC Level 
(Neither) 
n=96
High LoC Level 
(More External) 
n=72
Self- T rait State Self- T rait State Self- T rait State
Esteem Anxiety Anxiety Esteem Anxiety Anxiety Esteem Anxiety Anxiety
.010 .104 -.154 .105 .011 .068 .008 -.160 -.055
Reading
.933 .372 .183 .316 .913 .512 .946 .185 .653
.050 -.075 -.053 .100 -.112 -.162 .098 -.269 -.150
M aths
.671 .519 .649 .340 .282 .119 .420 .024 .215
.062 -.139 -.154 .398 .109 -.137 -.024 -.093 -.030
Spelling
,595 .230 .185 <001 .295 .187 .845 .443 .806
A final analysis considered the effect of locus of control on the relationships between 
emotional problems (in self-esteem and anxiety) and educational achievement levels. For 
these analyses, the children were divided into three groups, those with low, middle and high 
scores on the locus of control scale. For each grade, those children scoring in the lowest 30% 
of the locus of control scale were treated as “internal/external”, those scoring in the top 30% 
were considered “external/internal” and those scoring in the mid 40% were labelled 
“neither”. Partial correlations were again performed, controlling for grade and sex 
(categorization procedures ensured no relationship between locus of control level and gi'ade, 
and there was no association between locus of control level and sex: x^ (2)==.08, p=.96 ).
Again relationships between the emotion (self-esteem/anxiety) scales and the achievement 
measures were the focus, but this time for each of the three locus of control groups. These 
statistics can be found in Table 4.
The correlations indicated that the relationship between spelling and self-esteem found in the 
whole cohort analysis (Table 2) disappeared for the “internal” and “external” groups, but was 
retained and increased for the “neither” group, suggesting that tliose Arabic children with 
mid-range levels of locus of control showed the predicted relationship between low self­
esteem levels and poor basic literacy skills. Additionally, these partial correlations also 
indicate a relationship between mathematics scores and trait anxiety for the high locus of 
control group, arguing for the poorer maths students in the “external” group to be more 
anxious compared to their good maths peers.
Discussion
The findings derived from these Arabic-speaking children, who were learning to read, spell 
and be numerate in an Arabic educational context, indicate a relationship between
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educational achievement levels and self-esteem, but less evidence of a relationship between 
the curriculum areas assessed and anxiety. The association with self-esteem seemed most 
evident when the spelling data were considered, suggesting that lower self-esteem may be 
more likely to be linked with weak basic literacy skills than with poor mathematics or 
comprehension. This relationship with spelling may not be unusual. For example, Bonifacci, 
Candria & Contento (2008) found children at risk of emotional problems made more spelling 
mistakes than peers, although there was no difference in reading levels. However, the 
evidence from the present Study also argues for poor self-esteem to be more likely amongst 
those with weaknesses in more than one of the curriculum area tested, which may be more 
consistent with an association with learning disabilities than a transient wealcness. Taken 
together, these data suggest that weak basic literacy skills are related to poor self-esteem, 
particularly when other areas of academic skill are also weak. If mathematics or reading 
comprehension has developed well, then these may compensate for poor performance in 
spelling, thereby overcoming some negative feelings about the self. Although this effect was 
relatively small when considered across the full distribution of scores on the individual 
achievement tests, when weaknesses in several curriculum areas were considered, the size of 
the effect was medium to large. (The effect size statement here is based on taking the 
difference between the “wealcnesses” gioups versus the “no wealcness” group and calculating 
this difference in terms of the standard deviation of the no weakness controls. Therefore, the 
self-esteem mean and standard deviation of the “No weak” group were 15.48 and 3.59 
respectively (see Table 3}. The “One weak” group were therefore only 0.16 standard 
deviations away from the “No weak”: gimip: i.e., 15.48-14.91/3.59, whereas the same effect 
sizes for the “Two weak” and “All weak” groups were 0.57 and 0.75 respectively. These 
latter values typically are considered medium to large effect sizes).
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Additionally, the evidence for a lack of an interaction with gi'ade in the present data argues 
for somewhat consistent effects on self-esteem across the late elementary and intermediary 
gi'ades studied, or at least no reduction in the association between educational wealcnesses 
and low self-esteem. Again, this may not be surprising. Battle (1990) argued that once self­
esteem is established and stable it is difficult to change. Therefore, individuals with learning 
disabilities and damaged self-esteem during early education may be destined to feel 
negatively about themselves permanently. Consistent with this view, Kosmos & Kidd (1991) 
found that dyslexic adults often disputed their own judgment, had self-defeating thoughts and 
little self-confidence. Overall, these data argue for a potentially important effect on self­
esteem of weaknesses in basic curriculum areas that seem relatively consistent across a 
period of educational opportunity for these Arabic children. This conclusion is consistent 
with that derived from data obtained with non-Arabic cohorts.
The evidence for differences across categories of locus of control indicates that internalized 
or externalized feelings of control may influence the relationship between negative affect and 
educational achievement. Those with externalizing views would be expected to consider 
problems with learning as due to external factors, possibly the teacher or educational system, 
rather than their own ability, although the nature of this potential rationalization needs to be 
determined in this Arabic population. Externalizing the problem should protect self-esteem, 
but may lead to learned helplessness (see Humphrey & Mullins, 2002b; Oka & Paris, 1987) 
and increased likelihood of higher levels of anxiety when struggling, particularly in groups 
who have been found to be prone to higher levels of anxiety (El-Zahhar & Hocevar, 1991). 
Additionally, as Mi'uk (1990) proposed, those with an internal sense of control should have a 
generally higher level of self-esteem based on feelings of ability, which may protect against 
experiences of failure, though with continued experiences of failure this would be predicted
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to influence self-esteem. The present data may confirm this possibility to some extent as the 
relationship between self-esteem and spelling levels amongst those with low locus of control 
scores increases from near zero for the elementary school gi'ades to around 0.3 for 
intermediate school grades. Although the numbers are small and, therefore, caution is needed 
in this interpretation, the trend is consistent with this proposal and would provide an 
explanation for the major relationship between self-esteem and achievement being identified 
within the mid-range locus of control gioup. Clearly, further research is needed to confirm 
and determine the reasons for these potential interactions. However, the data were consistent 
with the argument that supporting an internalizing level of control, together with ensuring 
that success is experienced, may provide the best way to avoid negative emotional 
consequences of learning disabilities amongst these Arabic children.
Before discussing the wider implications of the identified relationships between negative 
affect (particularly self-esteem) and educational achievement (particularly in areas of 
literacy), the present work will consider aspects of self-concept in order to identify the 
specific area that is associated with achievement. Self-concept is a multifaceted construct 
and therefore these different facets were investigated in Study 2. For example, educational 
achievement would seem, most likely, to be related to the academic self, rather than social 
and physical self-concept. It may also relate to motivation or effort in the child who is 
spending a gieat deal of time in school and, therefore, relate to global self-efficacy.
Therefore, whereas Study 1 found a relationship between achievement and self-perception. 
Study 2 aimed to identify the specific aspect of self-concept that might be related to 
educational achievement.
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Chapter 4
Study 2 Self-Concept and Educational Achievement in Arabic Children 
Introduction
The previous Study indicated a relationship between academic achievement and self-esteem. 
Self-esteem relates to self-perspective, which is multi-faceted. For example, an individual 
may feel that they perform poorly academically, but have good social skills. Their feelings 
about their academic self may be negative despite positive feelings about their social self. In 
a meta-analysis of studies concerning self-concept and learning disabilities, Zeleke (2004) 
argued that the majority of studies found little difference between children with and without 
learning disabilities/educational problems in terms of global self-concept. However, when 
academic self-concepts were compared, differences between the same two gi'oups were found 
in almost all of the studies considered, whereas little overall evidence for differences in social 
self-concept was identified. Global self-esteem effects may be attributed to the influence of 
academic self-perception but not other aspects of self-concept. Indeed, academic self- 
concept has been argued to mediate between global self-esteem and academic achievement 
(Skaalvik & Hagvet, 1990). Consistent with some of the trends identified in Study 1 of this 
Thesis, negative academic self-concept effects seem fairly stable over time (Kistner, Osborne 
& Le Verrier, 1988; Vaughn, Elbaum, Schumm, & Hughes, 1998) or may even worsen with 
school experience (Resnick & Harter, 1989). In order to determine the self-esteem effects 
identified in Study 1 of this Thesis, Study 2 considers different areas that the self perceives 
differently and that may be differentially affected by academic achievement. An Arabic 
standardized self-esteem questionnaire was used to assess academic, social and physical self-
45
esteem as well as perceptions of the self related to anxious feelings. Any effects were then 
contrasted with the global effects identified in Study 1.
Different areas of self-esteem are not the only way of dividing self-concept. Indeed, Durrant, 
Cunningham & Voelker (1990) argued that it is vital for research in this area to recognize the 
multi-dimensionality of concepts related to the self, and it seems that teiTns such as self- 
concept, self-esteem, self-efficacy and self-worth have all been used synonymously by some, 
but as having different meanings by others, which can clearly lead to confusion in 
interpreting findings. Zeleke (2004) also concluded that different aspects of self-concept 
needed to be analyzed separately in order to develop an understanding o f the field. Study 2 
included another aspect o f self-concept considered important in the literature. Self-efficacy, 
or the belief in one's effectiveness, has been argued to be an important factor in student 
achievement behaviour, as individuals can differ in the extent to which they believe they can 
control the outcomes of their own learning (Thomas & Rohwer, 1986). Personal- or self- 
efficacy, therefore, can be considered as participation in performing a task, persistence in 
completing a task and the intensity with which an individual engages in a task. Self-efficacy 
can be considered to influence activity choices. Given that Thomas & Rohwer (1986) also 
referred to the individuaPs perceived self-concept of academic ability, self-efficacy should be 
seen to influence academic choices. Additionally, through expectations of success, it can 
affect coping efforts in academic endeavours. A high level of self-efficacy has been related 
to better health, higher achievement, and better social integration (Bandura, 1997; Schwarzer, 
1992). Concepts related to self-efficacy can info I'm approaches to improving leai'ning 
through verbalization and feedback (Schunk, 1986: see also the General Discussion section of 
this Thesis).
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Therefore, self-efficacy has been argued to make a difference in how individuals (including 
students undertaking a course of study) feel, think and act (Bandura, 1997). A low sense of 
self-efficacy is associated with depression, anxiety, and helplessness, and self-efficacy levels 
can enhance or impede motivation: it has been argued that people with high self-efficacy 
choose to perform more challenging tasks (Bandura, 1997). Hence, self-efficacy may be an 
important concept for understanding the relationship between emotion and achievement, as 
well as the potential link with negative behaviour discussed in the literature (see the 
Introduction).^ Each of the areas discussed in relation to self-efficacy has been associated 
with poor achievement in education or learning disabilities. The present Study, therefore, 
included a measure of self-efficacy to determine its possible relationship with educational 
achievement in a cohort of Aiabic-speaking children. The self-efficacy scale chosen 
(Schwarzer, 1992) was designed to assess a general construct, rather than the more domain- 
specific feelings of ability in a topic (see Scholz et al, 2002). Clearly, beliefs in one’s ability 
to accomplish something will vaiy with the task in hand: a child may feel themselves capable 
in a literacy class, but poor in mathematics. However, the consti'uct measured in the scale 
chosen for Study 2 focused on the individual’s perceptions of being able to cope in a range of 
tasks or novel situations. This general sense may be what is affected in children with 
learning disabilities: they come to believe that they cannot do anything. Low general self- 
efficacy may be a major problem for the individual child and those attempting to support the 
child. Self-efficacy therefore would be predicted to have a direct association with 
achievement.
Self-efficacy also may mediate the relationship between self-esteem and achievement. Poor 
motivation resulting from feelings of low efficacy would impact on willingness to engage in 
learning and hence on achievement through learning. Smythe & Everatt (2000) discussed
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how feelings of frustration experienced by students with learning disabilities might lead to 
indifference to education that further complicates the process of learning, thereby producing a 
downward spiral of cognitive and emotional difficulties. Poor educational achievement leads 
to low self-esteem producing low levels of self-efficacy that in turn reduces educational 
success still frirther. Self-efficacy should, in this way, influence the low self-esteem/poor 
educational achievement association. This need not be a general influence, but may be found 
through an association with academic self-esteem. When an individual recognizes their 
limitations in education, their academic self-esteem will be affected. However, this can lead 
to reduced confidence, which can lead to poor levels of academic self-efficacy (Bandura, 
1997). Perceptions of low ability may lead to further barriers to successful learning (see also 
Burden, 2008). Hence low self-efficacy may relate to low academic self-esteem and further 
impact on motivation to learn, producing poorer performance in academic tasks. Such 
influences would be predicted to occur following some relatively prolonged experience of 
failuie. Therefore, effects of self-efficacy leading to further reductions in educational 
performance may be expected in older rather than younger children whose experiences have 
reflected this downward spiral.
A similar influence may be found in cognitive areas: Smythe & Everatt (2000) discussed the 
downward spiral’s relationship with cognitive abilities as well as emotion. Negative affect, 
particularly related to anxious thoughts, has been found to have an effect on memory (Ray, 
Katahn & Snyder, 1971; Mueller, 1976). Poor self-perceptions resulting from low 
educational achievement may lead to feelings of anxiety thereby reducing the capability to 
retain information. Given that poor retention can further reduce educational achievement, 
again the relationships between emotional feelings about the self (self-esteem) may be 
mediated by cognitive factors such as poor recall. This influence may be most likely to focus
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on anxious feelings about the self; and again may be more apparent in older rather than 
younger children. Therefore, in order to assess potential effects related to memory, as well as 
those related to self-efficacy discussed above, measures of both were included in Study 2. 
Additionally, the self-esteem questionnaire chosen for inclusion in Study 2 comprised both 
academic and anxiety dimensions of feelings about the self, given that these may be the 
specific areas where self-efficacy and/or memory effects are focused. Data obtained in Study 
2 provided evidence both for the hypothesized downward spiral of cognitive and emotional 
difficulties and the locus of effects of poor academic achievement on self-concept in the 
Arabic-speaking children.
Method
Participants
Children were selected from the same four school grades in Government schools as for Study 
1; i.e., grades 4 and 5 (primary stage), and grades 6 and 7 (intermediate stage). Similar 
schools to those used in Study 1 participated, with several different schools being targeted to 
allow testing of girls and boys. Government schools in Kuwait are single sex and the 
differences in numbers of girls and boys in the sample reflected class sizes and attendance 
across the schools. In total, 204 Kuwaiti pupils were tested on all o f the measures (33 
females and 24 males in grade 4; 20 females and 25 males in grade 5; 25 females and 27 
males in grade 6; 25 females and 25 males in grade 7). Data from pupils who did not 
complete all of the tests due to absence or other reasons unconnected with the Study were 
excluded.
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Test Materials and Procedure
Achievement tests comprised a dictation task to assess literacy skills and a measure of basic 
mathematic ability requiring addition, subtraction, multiplication and division. These were 
similar to analogous tests used in Study 1 and, therefore, were based on the same |
backgi'ound/pilot work. As in Study 1, both achievement measures required a certain degree !
of fluency in response to allow an assessment of ease of task completion (or confidence) |
under slightly pressured circumstances. In addition, measures of long-term and short-term '
memory were used to assess the children’s memory skills, and assessments of emotional 
areas comprised a self-efficacy scale and a questionnaire focusing on different areas of self­
esteem. The emotional measures used in the research were standardized for the Arab 
environment (see details below). All tests and measures were presented in the pupil’s native 
language (Arabic).
Test items and procedures were piloted prior to the start of the Study. In each school, testing 
was performed in groups in a quiet classroom supervised by the researcher. Each task was 
preceded by verbal instructions, together with one or more examples to ensure that pupils 
understood what was required of them. Administration of the tests was implemented over 
two stages, hi the first stage, the researcher administered the short-term memory, 
mathematics, long-term memory and dictation measures successively.
The first procedure involved the researcher reading the instructions aloud with the fifteen 
words used as part of the short-term memory task. The children were then immediately asked 
to recall the fifteen words. The mathematics test was then administered with one minute 
allowed for each part. About 5 minutes after recall in the short-term memory phase, the
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children were asked to recall the same fifteen words to produce the long-term memory score. 
Finally, the researcher administered the dictation test.
The second stage involved the two emotion measures: the ten item self-efficacy scale and 
eighty-item self-esteem questionnaire. For these two procedures, the researcher read every 
item aloud allowing five seconds for answering. The first stage was administered during the 
first and second school periods, whereas the second stage was administered in the third and 
fourth periods after the school’s normal break time.
As in Study 1, the self-concept measures were standardised for an Arabic language context. 
Manuals indicate good levels of reliability (self-efficacy ranges from .76 to .90 and self- 
concept ranges from .859 to .921) and arguments for acceptable validity (Schwarzer, 1992; 
Al-Ashwal, 1984). Measures of Arabic literacy, mathematics and memory were developed by 
a specialized centre for use in assessment procedures and were based on the views of experts 
in educational assessment. Although there is no test manual information, since such 
achievement tests have not been standardised in Kuwait, the measures are provided in 
appendices (with approximate English translation) for the reader to judge their 
appropriateness for the present purposes.
Short-Term Memory
The short-term memory test used in this Study consisted of fifteen very well laiown words. 
First, the reseaixher read the instructions aloud and gave examples such as “car”, “door” and 
“board” to recall and write down. This was to ensure the children understood the test. Then 
all fifteen words were verbally presented to the children at a slow even pace (based on pilot 
work). Once all fifteen had been read, the children were asked to write down all the words
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they could remember. Two minutes were given for the recall period and the number of 
correctly recalled words was used as the short-term memory measure (spelling errors were 
ignored as long as the intended word was clear).
Long-Term Memory
The long-term memory measure was based on the recall of the same fifteen words as in the 
short-term measure. Approximately five minutes after the short-term recall procedure was 
completed, the children were again asked to write down as many of the fifteen words that 
they could remember. Again, two minutes were allowed for recall and the number correctly 
recalled was used as the long-term memory measure (spelling errors were ignored as long as 
the intended word was clear).
Mathematics Test
As in Study 1, this test was divided into four parts: addition, subtraction, multiplication and 
division. The first three parts comprised thirty-six arithmetic calculations, whereas the last 
part comprised thirty-three. One minute was allowed for the child to complete as many items 
as they could. The number of items correctly completed in the time limit formed the 
measures for these tasks.
Spelling to Dictation Test
The spelling test comprised the eighty-five-word passage used in Study 1. As before, the 
researcher read the passage aloud at a slow pace, with suitable gaps in speech to allow the 
children to write what was dictated, but also to allow context to support word recognition. 
The pace was determined by pilot work and a certain amount of pressure to complete the task
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was exerted. After the dictation was completed, papers on which the children had written 
were collected and words marked for correct spelling.
General Self-Efficacy Scale
To measure optimistic self-beliefs considered to help individuals cope with complicated 
demands in their life, Schwarzer’s (1992) ten-item self-efficacy scale, standardized for 
Arabic, was used. The researcher verbally explained the scale to ensure understanding. Each 
child was presented with a written copy of the scale with each item read aloud at a slow pace 
to ensure understanding, with a five second delay being given for responses before the next 
item was read. Responses were chosen from one of four alternatives on a Likert scale.
Scores for each of the ten items were then totalled to give an overall score for the measure - 
between ten and forty - following normal procedures for the test. Higher scores indicated a 
higher level of self-efficacy, and lower scores represented lower levels of self-efficacy.
Self-Esteem Scale
The scale used was that developed in Arabic by Al-Ashwal’s (1984): a literal translation of 
the title from Arabic would be ‘Self-concept scale for children’. It consists of eighty items, 
with each representing a certain aspect of a child’s self-esteem or self-concept. The scale was 
presented to the children on paper, but each item was read aloud following a similar 
procedure to that used for the self-efficacy scale. Responses for each item involved simply 
marking “YES” or “NO” on the questionnaire paper. These responses were totalled to 
produce scores for each of the four aspects of self-concept represented. These were:
(i) Academic/intellectual dimension, which contained eighteen items refeii'ing
to a pupil’s views of their intellectual abilities, such as the ability to study
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lessons, to what extent the teacher praises their ability and to what extent 
they feel important among classmates;
(ii) Physical dimension, which included sixteen items referring to a pupil’s
concept of their physical appearance, such as countenance, involvement in 
sport and to what extent they were satisfied with their physical features;
(ill) Social dimension, which comprised twenty-seven items that refer to an
individual’s point of view within any group, whether school, family or 
general community, and an individual’s satisfaction with the self in 
comparison with others. For example, did they feel liked by other people, 
were they able to form relations and friendships, to what extent they felt joy 
when among classmates, peers and siblings, and to what extent they felt 
accepted by others; and 
(iv) Anxiety dimension, which contained nineteen items referring to an
individual’s feelings, such as happiness, moodiness, fear, similarities to or 
differences from others, and the extent to which they were able to adapt in 
family and school settings.
For each area, except the final dimension, a higher score indicated higher self-esteem. In the 
case of the anxiety dimension, a higher score indicated that the individual is more anxious 
about the self.
Results
Descriptive statistics for the measmes in the Study can be found in Table 5. These comprise 
mean, standard deviation and minimum/maximum scores for the grades tested. Overall, the 
children in Study 2 performed at lower levels on the achievement tests than would be 
expected based on those tested in Study 1 : these were a different cohort of children fi*om
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different schools and therefore variability in educational attainment is not unexpected. 
However, this lower level of average performance may lead to different overall effects from 
those for Study 1, given that the Study 2 cohort may have included more children who 
struggle academically.
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Table 5 Mean scores, standard deviations (in round brackets) and range of scores (in 
square brackets) for all measures in the Study.
Grade 4 Grade 5 Grade 6 Grade 7
Spelling 40.18 53.56 52.17 49.30
(Max 85) (20.41) [1-71] (13.57) [11-73] (16.65) [14-80] (16.69) [14-78]
Maths 3L26 49.82 60.46 6Z78
(Max 141) (12.15) [8-76] (16.93) [21-93] (17.00) [25-97] (18.82) [32-120]
Academic Self- 14.23 13.29 13.62 13.02
Esteem (2.75) [8-18] (3.05) [6-18] (3.26) [6-18] (3.22) [5-18]
Physical Self- 12.89 12.69 13.04 12.78
Esteem (2.54) [5-16] (2.53) [4-16] (2.05) [8-16] (2.40) [6-16]
Social Self- 21.88 21.49 22.92 22.84
Esteem (3.96) [11-27] (4.01) [10-27] (3.25) [15-27] (4.31) [6-27]
Anxiety Level 1128 12.82 12.94 12.30
(3.04) [6-18] (3.86) [5-19] (3.79) [3-19] (3.65) [2-19]
Self-Efficacy 24.95 25.71 27.06 27.80
(5.10) [11-37] (3.13) [18-32] (5.14) [14-40] (4.70) [17-38]
Short-Term 5.91 7.07 7^ W 8.26
Memory (1.74) [2-9] (1.61) [4-11] (1.49) [6-11] (1.85) [4-12]
Long-Term 5.58 6^6 6 j# 7.52
Memoiy (1.72) [0-10] (1.81) [3-11] (1.47) [3-10] (1.66) [4-12]
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Average scores on the self-effîcacy scale were roughly what might be expected from the data 
provided by Scholz et al (2002). Scholz et al’s data indicated that for Syrian adults (the 
closest language/cultural context to the Kuwaiti data) average self-efficacy scores were about 
29 and the present data indicated that the oldest Kuwaiti group (those in grade 7) produced 
average scores about 28. Given that average self-efficacy can be seen to grow by about 1 
point per grade in Table 5, then scores around 29 would be expected for an older cohort. 
Therefore, the Kuwaiti data would seem fairly consistent to previous results with an Arabic­
speaking cohort.
The primary focus of this work was to assess the relationship between educational 
achievement and self-concept. Therefore, correlation and partial correlation (controlling for 
the grade and sex of the child) coefficients, as well as their level of significance, were 
calculated (see Table 6). These results indicated reasonably large and significant 
relationships between the achievement measures (maths and spelling scores) and the memory 
measures (short-term and long-term memory), as well as between the different elements of 
the self-esteem questionnaire. However, correlations between the self-esteem and self- 
efficacy scores were lower than expected. Relationship between self-efficacy and self-esteem 
in Luszczynska, Gutiérrez-Dona & Schwarzer (2005) were between 0.5 and 0.6 for a German 
sample, figures substantially larger than the partial correlations of 0.15 to 0.23 identified in 
the current Kuwaiti sample; though the largest relationship after controlling for giade in the 
current data was that with academic self-esteem, which may be consistent with academic self­
esteem and self-efficacy forming part of the downward spiral hypothesized in the 
introduction.
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Table 6 First order (above-right of diagonal) and partial correlations (controlling for 
grade and sex), with p-values below each, for the measures in the Study.
Spell Math Acad Phys Social Anx Effic STM LTM
Spelling
•
.509
<.001
.175
.012
.111
.113
.331
<301
.190
.006
T56
326
.319
<301
.277
<301
Maths .519
<.001 •
-.035
322
.039
.576
.199
.004
.078
366
.196
.005
A63
<301
.447
<301
Academic
Self-Esteem
.193
.006
.078
.272 '
.508 
. <301
X#2
<301
.495
<301
.183
309
.013
.850
362
.379
Physical
Self-Esteem
.110
.120
.057
.424
.513
<.001 '
.525
<301
.407
<301
.147
.035
.163
.020
.209
.003
Social
Self-Esteem
.311
<.001
.174
.013
.494
<.001
.527
<301 •
.564
<301
.188
.007
.248
<301
.203
.004
Anxiety .207
.003
.175
.013
.486
<.001
.406
<301
378
<301 '
J38
.068
367
.344
.059
.400
Self-Efficacy
.118
.095
.072
312
325
.001
.152
.031
.165
319
.155
.028 •
.132
.060
.210
.003
Short-Term
Memory
.273
<.001
353
<.001
.097
.172
.189
.007
324
301
.129
367
.023
.749 •
.760
<301
Long-Term
Memoiy
.237
.001
375
<301
.153
329
.237
301
.185
.008
.114
.106
.131
.062
.708
<301 •
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Relationships between the literacy/mathematics and the self-concept measures in the Study 
were between 0.1 to 0.3; though due to the large number of children in the data set, even 
relatively small (partial) correlation coefficients (0.14 and over) were significant at the 0.05 
alpha level. However, the main correlations between measures of self-concept and 
achievement focused on the academic and social self-esteem measures, as well as the anxiety 
dimension (though this was a positive relationship, which suggests that the gieater anxiety 
about the self one experiences, the better the scores in the literacy and mathematics tasks). 
Relationships with academic self-esteem were found primarily with spelling to dictation; 
however, the social self-esteem scores were related to performance on both the literacy and 
mathematics tasks. The relationships with physical self-esteem were small and non­
significant, as might be expected. There were also small (and non-significant when 
controlling for grade) correlations between self-efficacy and achievement, which were within 
the range of 0.1 to 0.3 between self-efficacy and school giade-marks found in the work of 
Luszczynska et al (2005).
Relationships between the self-concept scales and achievement scores were also considered 
within each grade level (see Table 7, which presents partial correlations controlling for sex). 
These were consistent with the analyses for the combined grades (Table 6). However, there 
was a trend for the relationships between achievement and academic self-esteem to reduce 
across the grade levels, in contrast to the social self-esteem scale, which maintained a 
reasonable relationship with achievement scores across all the grades tested. Indeed, the 
oldest gi*oup showed the largest correlation between self-esteem and achievement and this 
was between spelling ability and social self-esteem.
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T a b le  7 Partial coiTelations (controlling for sex), w ith p-values below  each, betw een
the achievem ent m easures and the self-concept scales for each grade.
Grade 4 Grade 5 Grade 6 Grade 7
Spell Math Spell Math Spell Math Spell Math
Academic .235 .093 .339 -.017 .117 .180 .160 .112
Self-Esteem .081 .495 .025 .912 .412 .206 .272 .443
Physical -.017 .051 .1,21 -.076 .134 .143 .239 .139
Self-Esteem .899 .709 .433 .626 .347 .318 .097 .342
Social .338 .222 .289 .158 .239 .242 .429 .197
Self-Esteem .011 .100 .057 .307 .092 .087 .002 .175
.244 .155 .067 .140 .190 .292 .334 .164
Anxiety
.069 .254 .665 .366 .181 .037 .019 .259
.131 -.007 .187 .062 .134 .093 .071 .151
Self-Efficacy
.337 .959 .225 .689 .348 .517 .629 .301
Further analyses considered the possibility that self-efficacy and/or memoiy may influence or 
accentuate the self-esteem/achievement relationships. These results can be found in Tables 8 
and 9, which present partial correlations between the self-esteem scores and 
literacy/mathematics achievement controlling for either self-efficacy or memory. Although 
these partial correlations were smaller than those in Table 7, there was little evidence across 
the grades studied for either the self-efficacy or memory measures to account for common 
variability between the self-esteem scales or achievement measures.
Table 8 Partial coiTelations (contiolling for sex and self-efficacy), with p-values below 
each, between the achievement measures and the self-esteem scales for each grade.
Grade 4 Grade 5 Grade 6 Grade 7
Spell Math Spell Math Spell Math Spell Math
Academic
Self-Esteem
.223
.101
.095
.492
.318
.038
-.028
.859
.102
.479
.171
.236
.144
.328
.042
.777
Physical
Self-Esteem
-.008
.956
.051
.714
.072
.646
-.098
.534
.138
.338
.145
.315
.240
.101
.069
.643
Social
Self-Esteem
.322
.016
.227
.095
.289
.060
.156
.318
.244
.088
.245
.086
.439
.002
.151
.307
Anxiety
.237
.081
.156
.255
.020
.900
.128
.413
.185
.198
.289
.042
.330
.022
.121
.414
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Table 9 Partial correlations (controlling for sex  and m em ory), w ith p-values below
each, betw een the achievem ent m easures and the self-esteem  scales for each gi ade.
Grade 4 Grade 5 Grade 6 Grade 7
Spell Math Spell Math Spell Math Spell Math
Academic
Self-Esteem
.232
.091
.093
.505
.273
.080
-.108
.495
.089
.542
.143
.328
.079
.596
-.052
.729
Physical Self- 
Esteem
-.051
.713
.043
.758
-.052
.744
-.244
,120
.137
.349
.117
.425
.185
.213
.056
.709
Social
Self-Esteem
.326
.016
.218
.113
.181
.251
.014
.930
.220
.130
.203
.161
.356
.014
.138
.354
Anxiety
.225
.102
.150
.278
.081
.612
.123
.439
.210
.147
.312
.029
.248
.092
.045
.766
Discussion
As in Study 1, the results indicated relationships between self-esteem and educational 
achievement: in particular, poor scores in spelling were related to low levels of self-esteem. 
However, these relationships were focused on academic and social self-esteem, not physical 
self-esteem, consistent with the view that self-concept is multi-dimensional and, therefore, 
that effects on self-esteem may be specific rather than general. The data showed 
relationships between mathematics ability and social self-esteem, and between both 
curriculum areas (literacy and mathematics) and anxiety; though the latter result was 
inconsistent with other findings in the literature, and those of Study 1, as it suggested that 
higher anxiety scores were related to better performance in the achievement measures. This
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anxiety effect may be further evidence for variable relationships between negative affect and 
educational achievement, which will require further research to explain.
In contiast to the self-esteem data, relationships between self-efficacy and either spelling or 
mathematics were not evident, and relationships between the curriculum areas and self­
esteem were not moderated by self-efficacy. Similarly, although there were relationships 
between the achievement tests and memory, the memoiy scores also did not seem to 
influence the relationships between self-esteem and achievement. Overall, the results of 
Study 2 were in general agi’eement with those of Study 1, though they extend the findings by 
infoiTning theories about where these self-concept effects may be located within such an 
Arabic-speaking cohort.
Inconsistencies with findings in the literature were most evident, however, when analyses 
across the giades tested were considered. These indicated a trend for older grades to 
demonstrate the achievement/self-esteem relationship more within the social self-esteem area 
than the academic self-esteem area, whereas younger children showed the relationship in both 
academic and social self-esteem. Effects on social self-esteem that were larger than those for 
academic self-esteem contrast with findings reported by Zeleke (2004). This may be 
evidence for a specific Arabic cultural effect, given the importance placed on the social self 
in Arabic society. Poor academic performance may be viewed as a social disgiace rather than 
something focused purely on academic endeavours. Such an interpretation would make poor 
performance in education even more of a social problem in Arab countries than more 
Western-influenced cultures.
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Chapter 5
General Discussion
The two Studies reported in this Thesis focused on (i) relationships between emotion 
and academic achievement (Study 1), and (ii) relationships between different 
dimensions of self-concept and academic achievement (Study 2), A relationship 
between measures of emotion and achievement in basic curriculum areas (literacy and 
mathematics) was found in children drawn from grades 4 to 7 in Arabic- 
speakingschools. The results of Study 1 indicated that achievement levels, 
particularly spelling, were related to self-esteem, though not anxiety. However, when 
locus of control scores were used to divide children into high intemalizers, high 
externalizers and those high in neither, only those with mid-range locus of control 
scores showed the self-esteem/achievement relationship. In addition, high 
externalizers presented evidence of high anxiety being related to poor achievement. 
Wealcnesses (defined as one standard deviation below the mean or poorer in the 
spelling, comprehension or mathematics scores) in more than,one of the curriculum 
areas were likely to lead to lower self-esteem scores than a wealoiess in one area only 
and this effect did not interact with grade level. The results of Study 2 confirmed the 
relationship between self-concept and academic achievement and again indicated that 
poor scores in spelling were related to low levels of self-esteem. However, these 
relationships were focused on academic and social self-esteem, not physical self­
esteem nor self-efficacy, hi addition, these data indicated relationships between 
mathematics ability and social self-esteem, and between both curriculum areas 
(literacy and mathematics) and the anxiety scale of the self-esteem measure used -  
though the latter effect was for those with higher levels of self-anxiety to produce
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better scores of the academic measures. These relationships were not moderated by 
self-efficacy, which did not show relationships with the educational achievement 
measures, nor short-term or long-term memory, which did show relationships with 
spelling and mathematics. Analyses across the giades tested indicated a trend for 
older children to show the achievement/self-esteem relationship more within the 
social self-esteem area than the academic self-esteem area.
Overall, the data collected were consistent with the literature: relationships exist 
between educational achievement levels and negative emotions. The relationships 
identified in these Arabic-speaking Kuwaiti background children were, in general, 
similar to those that have been identified in Western backgiound English-speaking 
children, thus arguing for a general (cross-cultural/language) effect of low 
achievement in educational areas to be related to poor emotional outcome. The 
primary effect identified was for poor literacy achievement scores to be related to low 
levels of self-esteem, which seem to focus on academic and social self-esteem. These 
relationships were not influenced by self-efficacy, and the consistent association 
between poor achievement and social self-esteem may be an area of difference 
between the effects identified within this Arabic-speaking cohort and data from 
Western cohorts. The results argue for an effect of locus of control, which may relate 
to views about the self and lead to a moderating effect within this population that 
appears somewhat different from effects reported in the Western literature. These 
similarities and divergences from the Western/English language data will be 
considered in more detail below after a discussion of the educational and societal 
implications of the work discussed in this Thesis.
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Educational and Societal Implications
The importance of self-esteem in children should not be under-emphasized. Clemes 
& Bean (1981) found that children with high self-esteem act positively, assume 
responsibility, tolerate frustration well, feel able to influence their environments, and 
are proud of their deeds. Children with low self-esteem are easily led by others, 
easily frustrated, often blame others for their shortcomings, and avoid difficult 
situations. Bloom (1977) found the academic disparity between high and low 
achievers was greater if low self-esteem was also present in the low achievers. 
Huntington & Bender (1993) argued (consistent with the data reported in this Thesis) 
for a link between academic performance and low self-esteem, and Butrowsky & 
Willows (1980) found that poor readers had low expectations of task success. Further 
consequences have been observed by Gjessing & Karlsen (1989) who suggested that 
dyslexic children demonstrated their negative self-concept in their poor peer relations 
and lack of self-confidence, and Chapman et al (1984) noted absenteeism associated 
with low self-concept in children with specific learning disabilities. Indeed, many 
studies, mainly focused upon children in Western educational settings, though 
supported by the present results with Arabic-backgi'ound children, provide evidence 
for the view that self-esteem cannot be divorced from academic performance for most 
students and highlight the wide-ranging consequences ensuing. Despite the potential 
importance of maintaining self-esteem in children, few educational systems provide 
reliable support for students within the affective domain. Although caring and 
concerned teachers, and other staff, can influence self-esteem positively, there are few 
programmes that focus specifically on self-esteem (see discussions in Turkey & 
Watson, 1984).
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The implications of the relationship between emotional health and educational 
achievement may extend beyond the effects to the individual. The views discussed in 
the previous paragi'aph indicate that consequences of poor educational achievement 
can go beyond effects solely on self-esteem. The personality maladjustment 
viewpoint originally discussed by Gates (Gates, 1941, cited in Athey, 1982) was 
clearly an argument for wide-ranging effects of problems both within and outside 
school. Edwards (1994) considered that the feelings of fmstration and isolation 
caused by the individual’s educational problems led to negative emotional 
consequences. In some cases the individual with the learning disability may be 
bullied or isolated by peers, parents and teachers for their deficiencies. Emotional, 
social and academic performance factors can result in individuals’ vulnerability to 
increased anxiety, lower self-confidence and/or poor self-esteem. They can lead to 
further difficulties in school: for example, Lindquist & Vicky (1989) argued that some 
children with literacy learning problems might disrupt a class and become the class 
clown because they believe the class work is too difficult for them and so will use 
attention seeking to protect their self-esteem. Indeed, in its extreme case, these 
problems may extend to offending behaviour. Although relationships between 
learning disabilities and criminal behaviour have been controversial (Rankin, 2005; 
Rice, Howes & Connel, 2002), they have been found repeatedly in studies in the 
USA, the UK and Scandinavia (Aim & Andersson, 1997; Brier, 1994; Rack, 2005), 
and similar evidence has been reported for a higher than normal level of dyslexia- 
related symptoms among young offenders in an Arabic context (Elbeheri, Everatt & 
Al-Malki, 2009). Such evidence argues for these emotion-related consequences to be 
an important area in which to develop appropriate intervention methods.
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Educational Strategies Related to Emotion and Achievement 
Miles (2004) believed that if a child overcomes his learning disabilities early in 
school, then this would increase confidence, allowing the individual better to cope 
with pressures in later life. However, a child who does not overcome their disability 
will experience higher stress levels, which undermines their motivation and hinders 
educational development. Similarly, social and emotional learning progiammes can 
improve learning in school by increasing attendance and decreasing dropout rates 
(Wilson, Gottfredson & Najaka, 2001). Consistent with this, Lewis (1984) found that 
a structured group-counselling programme improved reading achievement and self- 
concept amongst elementary school children, and similar effects may be apparent for 
children with learning disabilities, particularly those in middle school (see review by 
Elbaum & Vaughn, 2001). Such views and findings argue for a combined educational 
and psychological response to learning disability, particularly for older children, who 
may have developed negative self-worth feelings following failure in educational 
achievement.
Achievement, and the de-motivating effects of lack of achievement, will be 
influenced by the individual’s perception of the importance of education (for example, 
skills in literacy/mathematics), which will impact on the relationship between 
academic performance and negative affect (see Hettinger, 1982). Children who may 
be viewed as high educational achievers by others may not see themselves in the same 
way. Achievement is not necessarily reaching the goal set by the education system, 
but may be as much a personal or social value. It may not be important if the teacher 
sees you as a failure if your family is happy with you.
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Achievement also depends upon the learner and their readiness for the task. If a 
person does not achieve, then the task will need to be revised until they can achieve it. 
Motivation is related to what the learner has already achieved and this needs to be 
linked to current and future learning (see discussions in Fletcher, Parldiill & Gillon, 
2010). For many students with learning disabilities, the thought of certain types of 
tasks can itself be de-motivating. Teachers need to develop achievable tasks to sustain 
motivation. It is important that children experience success before they become de­
motivated; that the learner believes the task is achievable. Breaking a task down into 
small steps, with every step representing an achievable outcome for the learner, can 
be both rewarding and motivating. Although rewards are useful, they are normally 
successful only in the short term and may best be seen as a way to boost motivation if 
a child is finding a task challenging. Similarly, feedback is often used as a means of 
grading or correcting, which also can be de-motivating for the learner. Particularly 
for the child with a difficulty, it is important that feedback is seen as different from 
correcting work. Feedback should be continuous and formative and not necessarily 
come at the end of a task. Moreover, feedback should be positive or fi'amed in a 
positive manner. Clearly, rewards and feedback can be dealt with separately, but 
rewards offered concuiTently with negative feedback may be at best confusing, but 
more likely self-defeating.
Some educationalists have argued that it is vital to consider the complete learning 
experience in order to overcome negative affective responses (see discussions in Reid, 
2007). Social interaction can be beneficial for those with learning disabilities as it can 
help develop social skills, such as taking turns, sharing and listening to other’s 
opinions. Additionally, the process o f working with others can itself be motivating.
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The school ethos and culture are important factors that can promote a healthy and 
motivating environment in which to work (Dunham, 1995; Killick, 2005; McLean, 
2004). This can provide the supportive learning environment required by students 
vulnerable to de-motivation and failure (see Burden, 2005).
Both motivation and achievement are influenced by many factors. In the child who is 
struggling to achieve expected levels of performance, this relationship can be 
complex. The evidence discussed in this Thesis supports the link from low 
achievement to poor affect/low self-concept, which can lead to a loss of control and 
feelings of helplessness and can cumulate in de-motivation that negatively influences 
achievement (though there may be cultural factors that influence these links: see next 
sub-section). Such negative consequences may need to be overcome before learning 
interventions show success. The evidence discussed above argues for a combined 
educational and psychological response, particularly for older children, who may have 
developed negative feelings of self-worth following failure in educational 
achievement possibly coupled with de-motivation. However, strategies targeted at 
improving self-esteem and feelings of control may best be implemented once gains in 
achievement have begun and are likely to continue. If gains in achievement are short­
lived or perceived as external to the individual, then there is likely to be little effect on 
self-concept or on motivation.
There is evidence that the effects of counselling-based interventions on educational 
achievement may be easier to measure than they are on self-concept (see Whiston & 
Sexton, 1996). However, given improvements in achievement, changes in self-esteem 
would be expected to follow if those achievements were related to self-ability, and it
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is the case that counselling can lead to changes in self-esteem (Omizo & Omizo,
1988; Ozimo, Ozimo & D’Andiea, 1992), although the specific effects of counselling 
on self-esteem are yet to be fiilly understood (see, for example, alternative findings in 
Stafford & Hill, 1989). One interpretation is that improvements in self-concept are 
more likely to occur following a prolonged period of positive achievement combined 
with counselling that leads to a more internal locus of control. If the learning disabled 
child has focused on considering educational achievement as external to their own 
control, in order to protect self-esteem, then counselling may have to target locus of 
control so that achievement is perceived as an aspect of the self, thereby increasing 
self-esteem. The evidence (from Study 1 reported in this Thesis) for an age effect on 
the achievement/self-esteem relationship in the more internal locus o f control group is 
consistent with this interpretation. This viewpoint also argues for the need to 
implement counselling-based strategies targeted at internalizing locus of control and 
improving self-esteem once gains in achievement are experienced. Strategies 
building on strengths (e.g., the child with learning problems may have abilities in 
certain areas but wealaiesses in others) have been found to have positive effects on 
educational achievement in older children with learning disabilities, whereas 
attempting to remediate areas of weakness have been less effective (see Weeks, 
Brooks & Everatt, 2002). If honing the child’s skills increases achievement for a 
period of time, then targeting locus of control, together with counselling aimed at 
improving self-esteem, should lead to the achievement gains being internalized. This 
may lead to an increased likelihood of improved self-esteem, and a reduction in 
learned helplessness, thereby increasing motivation to learn even z/"literacy-based 
interventions begin to focus on weaknesses. Clearly, further research is warranted, 
but this combined approach may prove useful, particularly for older children who
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have experienced a prolonged period of educational failure and it may counteract the 
reduction in success found for current intervention progiammes as the child matures 
(see discussions of age-inteiwention effects in Torgesen, 2004, 2005). Further 
research investigating these strategic combined intervention approaches for children 
with learning disabilities would be valuable.
Overall, two pathways emerge in reducing the low achievement/poor self-esteem 
connection. The first is to attempt to avoid/reduce the learning disabilities and the 
consequent negative emotion/motivation through appropriate teaching methods and 
learning environments. Well trained teachers (particularly those worldng in early 
learning contexts, such as the first year or two of formal learning) equipped to deal 
with a diversity of learners, including those with special teaching needs, and schooled 
in up-to-date teaching methods are the most effective response to reduce the negative 
consequences of learning disabilities. However, if learning problems are not 
recognized early enough, then interventions will need to focus much more on the 
whole person; i.e., the causes and consequences of the learning disability, as well as 
the developing differences between individuals that influence the manifestation of 
difficulties and the success of interventions. Above all, motivation will need to be 
maintained by allowing the child with special needs to do things they excel in and 
enjoy. This will retain self-esteem and engagement in learning so that appropriate 
interventions have a chance of success.
Cultural Influences
The discussion above can be considered from the perspective of almost any cultural 
group. However, the data reported in this Thesis showed evidence of differences
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from that which might be expected from the literature. Differences in the effects of 
locus of control and the specific effects on social self-esteem have been interpreted as 
culturally based. The culture, and therefore the educational system, in which the 
children were tested as part of Studies 1 and 2 (i.e., in Kuwait) is based upon Aiabic 
traditions, the teachings of Islam and local Kuwaiti customs, each of which may have 
a strong influence on the children studied, particularly their perception of themselves.
Kuwaiti society revolves around the family, which is generally very private despite 
typically being much more extended than found in most Western societies. The 
Kuwaiti family consists of a close-knit extended family circle. It is a cohesive 
institution where individuals help and support each other: it is not unusual to find 
Kuwaiti extended families (sons, daughters, wives, giandchildren, uncles and aunts) 
living in the same house, road or neighbourhood. Additionally, Kuwaiti society must 
be understood within the framework of Islam (religious practice is a part o f everyday 
life), historic traditions (often based upon the Arabic way of life) and local customs 
(developed due to local values and needs). A process of modernization has changed 
certain aspects of housing, work, dress and handicrafts, but other aspects of the 
Kuwaiti lifestyle are still rooted in historical traditions and customs, hideed, the 
changes brought about by the discovery of oil and subsequent modernization has 
influenced Kuwaiti society, but has not altered its identity, which is based on Arab 
tribalism and Islamic values. Kuwaiti society may increasingly be seen as divided 
into two lifestyles, the Urban and the Bedouin, those from the latter being more likely 
to be strict in adhering to traditional Arab habits and traditions, as well as Islamic 
values, compared to their Urban counterparts. Despite so-called modern influences, 
the extended but private family - which has gi'own out of Arab tribalism and social
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values based on this tribalism but embedded in the teachings of Islam - tend to govern 
an individual’s day-to-day behaviour and conduct. This will be as much the case in 
school as outside. Therefore, the way the education system works, the way teachers 
and children interact and even the way children see themselves will be influenced by 
these social/cultural factors. Therefore, this is an important factor to consider when 
trying to explain differences between the findings in the Studies reported in this 
Thesis and those reported in the literature.
Differences in findings related to locus of control may be explained thiough reference 
to Arabic and Islamic culture. For example, Islamic values may lead to contradictory 
viewpoints concerning locus of control. Some inteipret the teachings of Islam as 
suggesting that they have a choice as to how to respond in various situations, 
providing an element of internal control that would be familiar to those from Western 
societies. However, for others, everything is pre-determined and they perceive that 
they have no choice. In assessments of locus of control, these individuals would 
report themselves mainly as extemalizers in their views about their actions and 
responses. Dwairy (1998) considered that parents and tribe provided the external 
control mechanisms that affect an individual’s behavioural choices. Dwairy argued 
that “since the consequences of behaviour are determined by parents and the social 
environment, these external factors, rather than inner self-control, control behaviour 
in the Arabic society” (Dwairy, 1998: 61). Even for those who do interpret choice as 
part of Islam, the choice may be limited: a Muslim, for example, can change 
him/herself (internal) in terms of intention, values and behaviouf but the outcome 
(external) may or may not be under his/her control and may be pre-determined by a 
force greater than the self. Even then, the influence of family and culture means that,
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for many, a high value is placed on cential factors that control individual responses. 
Thus, an Arabic child, from his infancy, has learnt of a power (an external power 
imposed through habits, traditions or religion) that controls and observes their 
experiences. How this externalizing perspective affects behaviour requires further 
study, but it may be that some of those who report high levels of external locus of 
control may not be those with high levels of learned helplessness, as might be 
expected from the Western literature. Indeed, some may see themselves as chosen to 
succeed (albeit by an external force) and therefore relationships between high levels 
of external locus of control and achievement will not be consistent with 
interpretations of relationships derived from a Western perspective.
How an individual child fits within the social framework also needs to be considered. 
Traditional views of locus of control suggest that Western societies value the 
development of an internal locus of control (see Walker, 2004). A child who has 
control over its own thoughts and behaviour in this model would be held in esteem. 
Arab societies value external factors that control individual responses, meaning that 
Arab students are generally extemalizers who consider that an outer power governs 
their behaviour (see also discussions in Dahlin & Regmi, 2000). An Arab child who 
shows high levels of internal locus of control may be seen as more of a problem, 
rather than someone to be held in esteem. Arab societies noimally do not encourage 
individual independence, which leads to dependency, in contrast to Western societies 
where dependency may be considered as immaturity (Dwairy, 1998; Walker, 2004). 
One of the prominent features of the Arab culture is that young adolescents identify 
with the family and base their self-esteem upon family status and reputation and on 
support and approval from the family (Dwairy, 2002). Consequently, the relationship
75
between locus of control, self-esteem and behaviour will potentially vary between 
Arab and Western cultures and may vary within different groups depending on the 
influence of traditional versus more modern family and societal factors.
Patterns of raising children and school roles also may affect children’s self-esteem 
and locus of control. For example, in using an authoritarian style, many Arab parents 
emphasize obedience, restrict autonomy, and maintain control. Extended to the 
school, when an Arab student encounters verbal, physical, or emotional abuse or 
aggression from an educator, he or she may assume that this is the normal role of a 
teacher and will not complain. This may lead to many young Arab adolescents 
experiencing emotional and behavioural problems, including depression and low self­
esteem (Dwairy, 2004).
An external locus of control could be indicative of problems, including learned 
helplessness or emotional upset due to prolonged abuse, or of a well-adjusted 
individual who fits well into society. Similarly, an internal locus of control may be 
indicative of a child who has found that they can take control of their own learning or 
of a societal misfit. Given the particular influences on the Arab child, it is not 
surprising that only those in the mid-range of the locus of control scale show the 
expected relationship between locus of control and educational achievement. Those 
at the extremes of the scale may be so placed for a range of reasons that hide the 
expected relationship. The point here is that the relationship between control and 
achievement may still exist amongst Arab children, but that the different influences 
the Arab child experiences may lead to that relationship being less obvious. 
Educational implications and strategies need to take these additional influences into
76
account. Strategies to improve feelings of having conti'ol over educational 
achievement will have to be carefully inteipreted for Aiab society. A simple Western 
perspective, i.e., that independence is good and dependency relates to immaturity, will 
not necessarily be helpful in an Arab school and may lead to further problems with 
learning. Similarly, societal esteem may have a much higher value than individual 
esteem. Therefore, as the child matures, those praised for high achievement in school 
may well consider this as social self-esteem rather than some other form of self­
esteem (see the findings of Study 2). Again, the way the child views praise and 
achievement needs careful consideration because of their social/cultural significance, 
and terms such as esteem and control will need to be interpreted appropriately based 
upon the same influences. The educational strategies outlined in the previous section 
of this discussion may require modification to take these influences into account; for 
example, sessions may be required to interpret terms such as self-esteem and control 
within a framework of Arab traditions and Moslem beliefs. Similarly, convincing 
Authorities that these strategies are appropriate for Arab children also may be 
challenging, particularly if presented in terms that are considered more Western.
Limitations o f  Research and Future Directions
Correlational research of the type undertaken in the two Studies reported in this 
Thesis cannot be used to determine the direction of any identified relationships. The 
primary view presented is that poor educational achievement leads to negative 
emotional consequences, including low self-esteem scores. Negative affect might 
then lead to further wealcnesses in performance. However, it is possible that the 
current findings stem from initial low levels of self-esteem leading to poor 
educational outcome. Those Kuwaiti children in the two Studies with low self-esteem
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may have had this negative view of the self before they entered school and this has led 
to their feeling both unable to succeed in education or achieve good scores in 
educational areas. Clearly, the present data cannot refute this interpretation.
However, the relationships identified in the current Thesis are, in the main, consistent 
with those in the literature and the interpretation of poor achievement leading to 
negative affect has been often derived from such work: this Thesis, therefore, does not 
differ from this common inteipretation. Further research is warranted, however, to 
support this interpretation. Longitudinal research that follows the same gioup of 
children from early in schooling (the beginning of grade 1) to later gi^ades should help 
to determine the direction of causality. This sort of work has rarely been performed in 
an Arab context, but would provide important data for interpretations of the effects of 
school achievement on individuals.
Such longitudinal work would also be worthy if it included some attempt at 
intervention. The strategies outlined in this general discussion could be tested by such 
work. Initial data would assess the relationship between achievement and emotion 
over the initial years of schooling, followed by intervention work that attempted to 
reduce the relationship. Given the low level of movement between areas and thereby 
schools within much of Arab society, such longitudinal studies should be feasible. If 
shown to be successful, this might influence educational policy in the region, which 
may improve current teaching practices and reduce the likelihood of problems being 
encountered in the first place. Of course, as indicated in the previous sub-section of 
this general discussion, societal/cultural factors will need to be taken into account 
prior to an appropriate intervention being developed and the same would be true of 
changes to policy and practice in schools.
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Although the main conclusions from the work presented in this Thesis are consistent 
with previous work, several findings did diverge from those expected based on the 
literature. The influence of Kuwaiti Ai'abic culture and lifestyle (discussed in the 
previous sub-section) was the main explanation proposed for these differences. 
However alternative explanations will need to be assessed prior to rejection. One 
factor that has not been considered in great detail was the variability in performance 
on the educational achievement measures across the two samples tested in this work. 
The children who formed the sample for Study 2 seemed to be performing at a much 
lower level than those in Study 1. The reason for this is not obvious. There were 
procedural differences across the two Studies. Compared to those in Study 2, children 
in Study 1 were given an additional measure of reading comprehension and two 
spelling measures rather than one (though spelling scores across the two Studies were 
based on the same measure). They were also allowed more time to complete the 
multiplication and division arithmetic problems (though the performance of those in 
Study 2 was still poorer than those in Study 1 in the addition and subtraction 
problems, for which one minute was allowed in both Studies). However, these seem 
unlikely to have led to the differences and a more plausible explanation is that there 
were differences in tlie school populations tested, either due to background 
experiences/abilities of the children or the teaching standards/policies of the schools, 
despite schools being in similar areas of Kuwait across the two Studies and none of 
the schools from which the samples were selected being atypical of Kuwaiti 
Government schools. Clearly, further work on the levels of performance of different 
schools in Kuwait may help answer these differences.
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One finding that differences in children/schools across the two Studies might help 
explain was the relationship between achievement and anxiety. In Study 1 such 
relationships were either non-significant or suggested that high levels of anxiety were 
related to poor scores on the education measures (this was the case for the high 
external locus of control gi'oup). In Study 2, the opposite relationship was found; i.e., 
high anxiety was related to good scores on the education measures. Anxiety can have 
both positive and negative effects. In some cases, an increase in anxiety can lead to 
trying harder, and it may be that the performance levels of children in Study 2 were 
indicative of a generally low level of motivation. In conti-ast, high anxiety can lead to 
levels of worry that interfere with task perfoimance, and the high achievement levels 
of the children in Study 1 may have led to those not doing well to experience this 
negative aspect of anxiety, particularly if they considered that this was not in their 
control (i.e., the children externalized the cause). Clearly, further research is necessary 
to determine the explanation of these relationships within an Arab school population. 
Given that different anxiety scales were used across both Studies, there is an argument 
for testing the same group of childr en with the same scale to ensure that they measure 
the same construct in this Arabic language population. Determining school ethos 
(high versus low achieving) or teacher training backgr ound may identify schools for 
compar ison to determine if school factors led to differences; though motivation levels 
in children also would be worthy of assessment. The latter would be particularly 
useful to determine if negative affect leads to the predicted poor motivation to learn 
levels within Arab children as has been predicted by researchers/theorists from data 
derived from studies of Western populations. In the data collected as part; of Study 2, 
self-efficacy did not seem to influence relationships between self-esteem and
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achievement, but further work on motivation and self-belief in abilities would seem 
worthwhile, given the potential differences identified between both Studies.
In addition to motivation to learn, further research should consider the implications of 
the findings discussed in this Thesis and their counterparts in the work of others. 
Educational implications are that low achievement leads to negative affect and this 
can further impact on learning. Further research is necessary to determine how the 
latter link to further learning deficits develops. In Study 2, for example, memory 
problems did not seem to influence the relationship between scores on the education 
measures and emotion. Social implications are that this relationship between 
achievement and emotion also influences behaviour both in and out of school. 
Therefore, further research assessing the relationship between achievement, emotion 
and problem behaviour would be useful to determine if this chain of causality is found 
in Arab child populations. The research conducted as part of this Thesis deliberately 
focused on a typical population of school children within Kuwait. However, work 
investigating behavioural consequences might consider testing special schools or 
institutions in order to study more extreme cases of behavioural problems and 
educational difficulties. For example, work in Kuwait (Elbeheri et al, 2009) has 
found evidence for a potential relationship between learning difficulties and anti­
social behaviour by studying a group of older children in institutions for young 
offenders. Similarly, work with special schools (see discussions in Burden, 2008) has 
indicated that the values of the school in which a child is learning can impact on their 
feelings of self-worth. It may be that special schools for children with learning 
disabilities in Kuwait will be a positive influence on the child’s view of themselves
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despite their learning difficulties, which would lead to a reduction in the relationships 
identified in this Thesis.
Conclusions
The work reported in this Thesis has identified evidence for relationships between 
poor academic achievement and negative affect: primarily between poor literacy and 
low self-esteem. Relationships were identified amongst Aiabic-speaking Kuwaiti 
background children and these general relationships seem consistent with those 
reported in the English language literature arguing for learning difficulties to be 
related to negative emotional outcomes. The implications of these findings require 
further investigation, but the view presented in this Thesis is that they suggest the 
need for interventions (particularly for older children who have a long background of 
experiencing failure) that consider the whole child and potentially combine education- 
based strategies to overcome learning difficulties with counselling targeted at 
improving emotion and reducing feelings of low self-worth. Such work has been 
found to be useful in Western school systems, but rarely been considered an important 
feature of the work of special schools in the Arab world. Where differences were 
identified in the present Arab data from those found in Western studies, these were 
focused on the association between poor achievement and social self-esteem and the 
impact of locus of control on the relationship between self-esteem and educational 
achievement. Further work is necessary to support the views discussed, but the 
interpretation presented in this Thesis is that these relate to societal/cultural influences 
found in the Arab world, particularly in Kuwaiti society, that emphasize the 
importance of external controls and social acceptance over internal/independence 
factors.
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Measures used in the Studies
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^ 1  ^JLail C >  ..................................................  A
dLjli AlLÜI ^ jJ a j........................................................
^ 1     ^ *
L ^ \  u^jliil j a u .............................................................  'i ^
J j ^  v ^ j       ^ Y
lIosII l A ^    ^ Y'
^ j i i  jaJl ç-LL^i  Jaâjuü  ^ £
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S->J^ ^Lu-<a ^JjdAulll  ^ o
jlü l je . Lai! L ^ ! (jüiiLi! ^  ............................................ n
jfàJl (JjUAxi! ..............................................c >  O f? ^ ' w
J ^ l L^uLai! !! ................................................f j e A l  L g j j u
%jLA\ <“ à j j ^ ! Joâi! {jL-asJ! ........................  j>û L^jju^all ^_gjc (J.wa.?v,.i M
JajàJ! Y .
ù^Uail À a t.\-v \1 (j-aiài! Y^
AjjjLUuûll a ^ iü i jU iJ! üÉW! .........................................(j-û 4.g.5>l.,4li YY
4 jüi y^aii! jlÜ! A^V! JaÜl j}-û L il -s 1 YT
ô j j i l J L ^ \ Jjaaj! a^LlwùU! Y£
J I j i l l :J ^ \ jlÜ! J ^ ! ...................................................... Y û
AU.V! ................................................... . Y n
ô j J i^JsLaj )^5Luaî 4j j ]  L -u laJi YY
j e  Lai! ^ 1 J! j i i ! jjlw üV i Ü ^ J : ^ ..................................... YA
lU I cW ! 5bLàii ................................  j).*s C S ^  (J j-£ a ^ Y ^
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ù f e J l ù J _ L & a J i ( j L - t f a à J l  j j - û r  »
j i l 3 ^ 1  J I'll 11 j M (JdtiAJjhJiU
u j i l l f J ^ i A e U ^ l
J * *1 •4 _3j L ^ r t
e J j j à J l t vlir jH j t i l l ü l j j ü W  c J j j ^  ^  U ' J z J ^ ................................................ r r
f i w i S j ü ü .................................. .......................................... ( > n
4 -îaxu  j L a l l A a - a la J l y i A L V l ........................... r o
Ajui_^Aail J f ^ l ^  jL u d il l'A'*U.Ulll ..................................................................................  C5 ^ ^ i c 5 ^ r n
J j j à i l ç ! - ^ i  . ( ^ j Ü i l f . L j a C .1  A ^ l  A a II r v
j U î i <—i.l«Iill L > a l L A  ( j l  ................................................. T A
V ^ j j ..................................à j^  C B J ^ h  J ^ J r n
j U i i j L u a i l j i ^ \ 1 ^ 1 J £ U  ^  j U .  j j L L ................................................. i  %
(_ A li-6a ll L ' L i l l i ^lojuail A i l ^ l 0 j l  4 _ là  (J jL -ia â i ' l
j U a l l J a W l ( j j u ! X û ] i  J L a J À J £ Y
^ Ü U l ) <—m ia .l l t r
A mV I a i l j j i i Ô J j A  Ajk:. ................................................... i t
105
(JîüU (_gie L-àlàu J 2 l
jp ^ \ <âlA\ ÀjjijAaSI Ù J^I
4_WLA& 4 ^L u AaJjwj ù^)juie
^  J jjlaII dW I ô jjUal!
Ç F ^
^L ù L^jïe
_ L  jâj Ia j V j I   ^ ^
jjâ ji ............................................ m ij-ô) i  1
j j i t  ^ jA uiV i ^  ^ b î  télbA £ V
............................... (_gi AjucaJl ô!^L-<a £ A
^  ne. ............... .........4 _ l n j a j j ^
Cjj i  ............................................  4_A*Ja ç,b» ^  *
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Spelling Test
56 Words 
85 Words
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spelling Tests (f!iUj
C -iL ajLu
.4 LuijJ-aJI uZ^LW 4 nl'lll 4-sJaajt^ IAjxuLLiII Ajuladll ^LiÜ I^ L^a> j i
jk u i l j  , jlAL'ÿl atJi^j cM aI ac. tujUa-<Jl LaLaj ( j^ j- \L t l  jjf ^  oSlall (j-aa^Uil j^Jc.
♦ tAlLalSil .jAIjI ttdL ^  Laj \ *\ )-s 4_Jc AjüaâÜ ÂJj^  q\ jj^jAÀall ^^ 1 j^-a
(_gA A^iiaîl A J  (^j\jj*l! jLiic.L^ AjiK Ajtlakll CllLaiS
aUa^l t jui%j .(AjLaiSJl ^  aUaàhSfl (jJj JJjü^j (IjttLitl ^W>] .laflJJU
. -V\at>.il jw a a J  Ajtjaail <JjLal5i ^  L>° ( JUwaliit
u L là -Y i
f-t-iil i-JLwL&Jt Ljajl <1 ( -f^  ,<àl ^jù aLuù IajLiU (jL ü J ^  ^Jïïà (_gliîl
. J A J I  j^jLu! j^ i j  i^toliallj 
^ -tL c .) (jja bjuikjl ^jJc. l jA k îc . i  (LuJa ajk jü l l !  jbJaâ j j ü l i l l  (—i_)C. tïü À l
j L û i l j  f L a » ] j l £  ^ j i a ] l  (1 & J J C .J  ^ Û i L S  À ^ l j j l l  A_i^ I j j t l L a i
.LüIc.LL^  t> J ^  cbîLkll ( j j l  o ^ J
A jb j j t j l a i l  A jak^x^l
t—aJa (L o l^  11 fin. A i Xc. t^jjiLil ^  ^  (Lallü l î ;  ^  (AajLja cj*»^ i l J j j
(j— 9 l ..,. ijin'a al J  A— i l i  L J j  . A jU ii ^WLj qA A <‘s a ; e^LuusJt ^ ÎIL  iluU) ÿ j  (jLakill À L K
4-1J — ^  Û A  j j W -  Ù j ^ t  ^ Ja il  j ^ L k  ( j b j  J à j  t Â j l ^ j  / j j l k l k l  jjj iU ll  ( ^ ! j j
ÜL. ^ j à  ;'céuli LA H 0^ 1 ^ 1  J L  cÛLA ;ljÜi ik î  4 Jÿ» ^  ^
«La* a L j a j i l  ajL & jjJI L x l L o j j  4f.lc.«i]! ^ 1  I L J  al j j â k . n  L a l j  4^(Ü j  A ^
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Short and Long Term 
Memory Tests
110
8 0 jillA  jLlâkl
Short Term Memory Test
.(Stop Watch) ax-L-j 4^ U.yi :cji jAl
j l  (L a L o J  A _ilc. L a S  l ^ l j £ i  1 A.a I £  1 I Aa  J i lll
a^'ù A aK (J£j *.. 1*1^J ^  1^ ]( * ) J  t a i l  jl (J£jÜ1 l^  W A_jj^ A-al£
j ^ t u l j  4  ^ A j l ^ l l  ^  ail j l  j S j ü l î l  1^  la dAUbJ < - a IS  j l  j-^ â/%11
.A *\j-s in ll dlUL^Vl
idjW&iii
Ld LaLoJ ^aXal] AjjVI . Aj3.j
 ^ ^  ^ ^  ^  ^ /-./J t<tl AjI^ 4^L^ (^ Jat ^  (4J^„uJ} i^ LiJ£Ji (j^ a/u IjSLu^  o^ LaISJ! AmOÛ Z&a ljmJJ LjA *
(t^L^ :A jw Jl/ Jti j  l 8 j /  JjL^j t^ ÿ l  (^ LaKU /xia j-aL»/ ^diu j /
• lij^^
: ^ l i  ^ 3 J. 0 ^ ^ ^ jJ jJ l J j j a III AC-1 t ^ j V l  d jLoi£Jl J a  J S V l ^_jc. 3A^I j  L& K ^ a k J )  j SÀj ^  Ijl 
t "Sjj^ 4 4 _ ^  (Sjt^  4 4 _ i L  J /  ( J j I a j  i j j â !  S ihUJiJf mc-Lm"
4 4 d k - A / ' : A J  J a  J l£ Î  j i  Ijj Ü  4 j L û a V I  a1 ^  V  4 ^ j V l  d U l l I  >  3 ^ 1  j  j S j j  ^  I j J j
<^1—aISJI Ju4 jjp ^  4_a£T j /  j /  J«u^  h^ LaISJI (jdaau ijàLu t^ Jjd i (dLaJS 4y j^  W jÿ /
^  jiJj" : Jâ ^  diUâaJ <-_^ jj 4 * (jL Jj ^  iTf j /  £&_/w ( 4-*f 1 k  l^ l"j£ ^ SJI
. " 4 i*Ÿ4<t Sjji (JjJa^  jSjjj j /  (Jjl^ 4 ZA»y i^ LaJiJI aJjt j e  JUUhLm 
A— * j j  4 I g j l l  ^ — l l l j  A a l £  J S  J u  Â d l j  c _ À a ^ L j  4 Â j ' i l l a j  A a u J a t  J  3 » ! ^  / _ ) ^ j a Â a 3 I  Â j j ^ l  d iL oI^ ll «Il
4 4 J e .  d Û j S  j j J t  i." il a K ll (j.aj)% âa!l 4—l2^j j l  ^ I V in j  4L tl.L'yi A^ Luj «Il _]« .* j  ^ ^  j l  ."'I ..KH ^ j  j a  a l^ JjV I
L-ilju’yi A£.Lui ^n%lâll 4_iâjjj 4AjL&'yi A_uil_^  a^Xall Ig '“'^  4 ,%K 3A^ I j  4.^^  ^^jJa^ ^^^1 âll
:bû\î
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Long Term Memory Test
.(Stop Watch) L_àüj| Ax.UaJ 4^ U.yi :di\
jl tUaUaJ Aalc. du jâ  Lo£ j^âall I ^  Aw&K (J$l ( 1 ) AukjAÜ &^jJa Î^A jAD
J e  a j£ j  Lois cA ^  '^ 1( ‘ ) ^ J - ^ 'J  J  ^ J â  ^
^  j^aa^a j S d u j  4 " ) Aul^i A_^^a1I . ^  i« ail j l  >*11 l^da * j -  ' A_al£ j l  a^Jw&ll
.A% 1% 4 1^1 djUL^Vl
id j W t U l
! UaUaJ d j J U a S  Aulluil djUtiLdîl 4^^
jLuÂl (Jj! ^  dû (djLaJdJI Â^Lâ jiLilZ ^  iiliLaJdJf 4 m o J S ^  ujmJIu/"
^  jU e  l ^ J ^  jjUldJf Jmi jLii/' 4^  j / ^ L &  fdo7 i^ lu O  41^6^/
. " ^  <4-xJjIiL /^ jTCT j /  £ & u ^ J  <
^jâJj 4AuIc d û  jâ  ^^1 4“ il A 1^ 11 ^jaa j%âall  ^  ^'“'^J j l  j i â l u j  44—àlLVl AX.Ua (_^^i^lül ji_uU  
klül 4_ââjjj 4AuL^ yi Aaujl j£  ^_yaj%Ull 1 g A_aI£ (j£j aA^ l J  A.& j J  ^ d a ^  ^j^a^lill
:bû\i j û L â j  j%A 4-âiijVi ;x U a  
.jLû^yi d J j ^ r
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Short Term Memory Test
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Long Term Memory Test
4-L^^Jb
.............................................................................................
......................................................................................... ;4-yj j J ^ )
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House Aw
School
Rabbit a J
Elephant
Mother
Box
Boy
Milk
Clothes
Fish (ÆAjLM
Tree S j ^
Plane
Bread j A
Teacher
Book
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Appendix 2
English Translation of Arabic 
Measures used in the Studies
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Math Test
(Addition, Subtraction, Division & Multiplication)
117
Name:........................................  ... Grade:
School: ...  .................................. ..
= 1 + 2  = 8  +  2  = 5  +  9
= 2 + 2  = 1  +  9  = 6  +  7
=  3  +  1 = 6  +  4  = 6  +  8
=  2  +  5  = 7  +  3  = 9  +  8
=  3  +  3  = 3  +  6  = 6  +  9
= 4 + 2  = 6 + 6  = 8 + 8
= 5 + 3  = 7 + 6  = 8 + 5
=  5  +  5  = 7  +  2  = 7  +  8
=  5  +  6  = 6  +  3  = 9  +  9
=  4  +  6  = 7  +  5  = 8  +  7
=  4  +  4  = 4  +  8  = 8  +  9
=  4  +  5  = 9  +  4  = 7  +  7
118
—  1 —  2
2 - 4
2 - 5
3 - 6  
2 - 2
4 - 5
2 - 7
5 - 6
3 - 7  
7 - 7  
7 - 8
= 5 - 8  
= 4 - 8  
= 4 - 7  
= 3 - 9  
= 5 - 8  
= 6 - 9  
=  5 - 1 0  
= 3 - 1 0  
=  7 - 1 0  
=  1 -11 
=  3 - 1 1  
=  3 - 1 3
=  5 - 8  
=  6 —12 
=  5 - 1 1  
=  4 - 1 4  
=  9  — 1 2  
=  5  — 1 4  
=  8  — 1 5  
=  9 - 1 6  
=  9  — 1 8  
=  6 - 1 7  
=  9 - 1 7  
=  9 - 1 8
119
1 ^ 2
2  4
1 3
3  "j" 6
2  - 8  
3  4 - 9
2  4-10
3  4-12  
5  4^1 5  
4 - 1 6  
3  4-18
= 4  4 - 2 0  
= 3 - 2 1  
= 4  4- 2 4  
= 3  4 - 3 0  
5 - 3 0  
: 8  4 -  2 4  
= 3 - 2 7  
= 5  4 - 5 0  
= 4  4 - 2 8  
= 8 - 3 2  
= 5 - 3 5
— 6  4- 4 2  
=  5 - 4 5  
=  8  4 - 4 8  
=  6  5 4
=  9 - 3 6  
=  7  4 - 5 6  
=  8  6 4
=  9  4 - 6 3  
=  8  4 - 7 2  
=  9 - 8 1  
=  8  4 - 8 8
120
2  X I
2 x 2
= 5 x 2
3 x 0
= 2 x 3
= 3 x 3
9 x 7
8 x 6
8 x 8
9 x 9
7 x 8
6 x 7
= 8 x 2  
=  3 x 8  
= 5 x 4  
=  4 x 6  
=  7  x 3  
= 1 0  X 4  
= 9 x 3  
= 3 x 9  
= 0 x 7  
= 4 x 8  
= 6 x 5  
= 8 x 4
= 7 x 4  
= 5 x 7  
=  6 x 6
= 9 x 3  
=  9 x 5
=  7 x 7
=  8 X 1
=  2 x 6  
=  4 x 3  
=  3 x 5
= 2 x 7  
= 2 X 10
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Arabie Reading 
Comprehension Test
122
Arabie Reading Comprehension Test
Instructions for the examiner;
The examiner should make sure that the examinee understands perfectly what is 
needed before the test starts. He also should make sure that the examinee understands 
that he/she has to fill in the space in each o f the fifty sentences. The examinee must 
choose only one word from those between brackets and put a circle around the right 
answer. The examinee has to answer as many sentences as possible within 3 minutes. 
For every correct answer, the pupil will be given one mark whereas the wrong answer 
is given zero.
The examiner should make sure that the examinee writes down his personal data 
especially his birth date according to the official school registers. The examinee 
should write down his name. The examiner should write down the students' scores 
under each item in the test as follows:
1 For the correct answer, and 
0 For the incorrect answer.
The examiner should use the stop watch in order not to surpass the time limit.
Name.. 
School;. 
Grade:
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No Question A1 A2 A3 A4
1 We know the time by......... Pen Picture Clock Book
2 The chicken e a ts .......... Banana Meat Seeds Milk
3 The .................. plants. Farmer Carpenter Doctor Soldier
4 T h e ........ fights for our
country.
Gun Pen Soldier Teacher
5 T h e ............lays eggs. Palm Rooster Elephant Chicken
6 ..............is the month of
fasting.
Rajab Shawaal Moharam Ramadan
7 T h e .......................lives in
water.
Elephant Bird Soldier Fish
8 A .... is an animal with 
two wings .
Bat Dog Goat Mouse
9 Cheese is made o f ............ Honey Eggs Bread Milk
10 The carpenter makes chairs 
fro m ................
Glass Paper Thread Wood
11 Children play in th e ........... Cage Garden Hospital Plane
12 ...........................is a metal. Plastic Iron Clothes Paper
13 T h e ..........is a big animal. Elephant Mouse Lion Deer
14 ...... can be ridden by man. Deer Dog Goat Horse
15 We get honey from ............ Ants Bees Spiders Flies
16 We use th e ................to
travel by sea.
Train Ship Car Bicycle
17 A ..........is an animal with
long neck .
Mouse Fox Sheep Giraffe
18 We hear sounds with our ... Nose Eyes Ears hands
19 We can learn in th e ............ Cinema Street School Bakery
20 A hand is a part of th e ...... Body Club Team Party
21 A ............. is a bird
which eats meat.
Cat Chicken Falcon Mouse
22 The weather is very hot 
in........
Winter Spring Summer Fall
23
the tree.
Elephant Giraffe Bird Lion
124
24 A m other..... her children. Kills Hits Loves Hates
25 We pray in the.................... Bank Theatre Plane mosque
26 We read .......in the library. Photo Stamp Pencil Book
27 ............. treats sick people. Policeman Doctor Farmer Knight
28 ..........explains the lessons. Teacher Doctor Farmer Soldier
29 .........falls in winter. Hot Rain Storm Wind
30 We see stars in th e .......... Afternoon Morning Evening Noon
31 We buy fruit from ............ Bank Baker Greengrocer Pharmacy
32 ............. is a tame animal. Lion Fox Dog Whale
33 ............is a good manner. Foiwardness Lying Betrayal Courage
34 City is bigger than......... Continent World Village Ocean
35 ..........is a faithful animal. Fox Lion Dog Mouse
36 .............. sews clothes. Tailor Carpenter Soldier Teacher
37 We put money in........ Oven School Bank Bakery
38 Sea water is..... Fresh Salty Sweet bitter
39 The cow gives us............... Bread Milk Honey Oil
40 Carpenter Seller Farmer Friend
41 ..............moves its tail. Knight Dog Pigeon Bee
42 The sun.... in the morning. Sets Rises Blows Rains
43 We get wool from............ Sheep Horse Cat Cow
44 ........... is afraid of the cat. Lion Mouse Tiger Elephant
45 Milk is............. Yellow White Grey Blue
46 .........is a bad trait. Courage Generosity Lying Justice
47 Secondary school comes 
before..........
Primary University Intermediate Kindergarten
48 K uw ait, Qatar and Bahrain 
a re .........states
US GCC Russian Nuclear
49 ..........catches thieves. Doctor Policeman Farmer Teacher
50 There a re .........days in a
week.
Ten Seven Eight five
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spelling Test
56 Words 
85 Words
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Spelling Test
Instructions for the examiner:
The examiner should choose the suitable passage for die pupils’ level.
The first passage is assigned for the primary stage pupils whereas the second one is 
designed to be used for the intermediate students. The examiner should be sure that 
the pupils understand exactly what they have to do before that test starts. He should 
also make sure that they understand that they have to write the passage that the 
examiner dictates without spelling mistakes and accentuate words.
The total word number in the first passage is 56 words including its title. The other 
passage consists of 85 words including its title. The examiner keeps the students’ test 
papers. The rater counts the spelling mistakes and subtracts them from the total mark 
to get the score.
Primary stage
Wood
Trees that provide man its fruits are one of the gifts from Allah. It gives him wood to 
build houses, ships, seats, and school chairs. Therefore, people in the past had known 
the favours of trees. They relied a lot on wood for their work and tools; they made 
farming tools like axe and others; and tools used in their houses like spoons. 
Nowadays, we can see that wood is used in many industries.
Intermediate
The hospitality of Imam
Once upon a time, a man was in a bad need for food, he didn’t complain in order not 
to be ridiculed, but he was really hungry. Thus he went to Abi Hanifa AL Noman Bin 
Thabet to ask for anything to feed his two young children. When he reached him, he 
was teaching students. They were attentively listening to him. Those students were 
sitting around him in a circle in an impressive view. The man was so shy that he 
couldn't utter a single word as he thought that it isn’t suitable to talk. He returned back 
home ailing. While his young children were desperately waiting in vain, they started 
praying for Allah and pretended to be happy to satisfy their parents.
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Name...
School.
Grade.
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Short and Long Term 
Memory T ests
129
Short-term memory test
Instruments: answer sheet and stop watch
Scoring: Give the student 1 mark for each word he writes correctly or any similar 
words in form or meaning. On the other hand, give the student 0 for any word that is 
not similar in form or meaning. The total mark is 15.
Instructions:
The examiner gives the following instructions to the pupils:
“Let’s play a word game together. I will read some easy words, you will write down. 
Then we will see how many words you can remember and write down. You should 
write down as many words as possible as the examiner finishes reading these words 
e.g. door, car, cup, board.”
Unless the student remembers at least one of the four words dictated, the examiner 
has to repeat the example sentence again saying:
‘T will read the words again; you try to write it down e.g. door, cup, board”
Unless the student remembers at least one of the four words dictated, the examiner 
stops the test. But if he remembered a word or two words, the examiner should tell 
them “well done, now let’s read other words. I will read some words, as I finish 
reading these words; you have to write as many words as possible”.
It is not necessary to write the words read in the same order as they were read. Pay 
attention as the examiner will ask you to remember these words later on. Therefore, 
you should keep in mind as long as possible to be able to remember them.
The examiner will read the following words in a clear slow voice. The examiner waits 
a second after reading each word. After the examiner finishes reading the 15 words, 
he starts the stop watch. Then he waits till the pupils write them down. The examiner 
pauses the stop watch after two minutes saying “Thanks, time is over”. The examiner 
gives a mark for every correct answer in his answer sheet.
130
Long-term memory test
Instruments: answer sheet and stop watch
Scoring: Give the student 1 mark for each word he writes correctly or any similar 
words in form or meaning. On the other hand, give the student 0 for any word that is 
not similar in form or meaning. The total mark is 15 minutes.
Instructions:
The examiner gives the following instructions to the pupils:
“We will play again the word game; do you remember the words I have read in the 
previous test?
Try to remember as many words as possible. It is not necessary to remember them in 
the right order, you may write them in any order you like”
Start the stop watch, then wait till the pupils write down words he has read previously. 
The examiner pauses the stop watch after two minutes saying, “Thanks, time is over”. 
Every correct answer is given one mark in the answer sheet.
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Short Term Memory Test
Name: 
School:
Grade:
.1
.2
.3
.4
.5
.6
.7
.8
.9
.10
.11
.12
.13
.14
.15
Total Score
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Long Term Memory Test
Name: 
School:
Grade:
.1
.2
.3
.4
.5
.6
.7
.8
.9
.10
.11
.12
.13
.14
.15
15
Total Score
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W ords in test
House
School
Rabbit
Elephant
Mother
Box
Boy
MÏÏk
Clothes
Fish
Tree
Plane
Bread
Teacher
Book
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